A study of effective advisory work in local education authorities. by Dean, Joan.
1248395
UNIVERSITY OF SURREY
All rights reserved
INFORMATION TO ALL USERS 
The quality of this reproduction is dependent upon the quality of the copy submitted.
In the unlikely event that the author did not send a com p le te  manuscript 
and there are missing pages, these will be noted. Also, if materia! had to be removed,
a note  will indicate the deletion.
Published by ProQuest LLC (2017). Copyright of the Dissertation is held by the Author.
All rights reserved.
This work is protected against unauthorized copying under Title 17, United States C ode
Microform Edition © ProQuest LLC.
ProQuest LLC.
789 East Eisenhower Parkway 
P.O. Box 1346 
Ann Arbor, Ml 48106- 1346
Departm ent o f Educational Studies 
U n iversity o f Surrey
A  . S T U D Y  O F  E F F E C T I V E  
A D V I S O R Y  W O R K  I N  L O C A L  
E D U C A T I O N  A U T H O R I T I E S
J O A N  D E A N , O B E , M .E d ,  A T D
Subm itted in  p a rtia l fu lfilm e n t o f the requirem ents fo r the degree o f
D octor o f Philosophy
1 9 9 3
A C K N O W L E D G E M E N T S
I should like to thank the following people:
My supervisee John Hobrough, who has given me much lucid and 
perceptive help and subtle guidance throughout
David James, Don Horscroft, Tom Black and other members of the De­
partment of Educational Studies who have given me their time and con­
tributed to my thinking
Valerie Gee of the Educational Management Information Exchange and- 
her colleagues who have contributed information from their archives and 
been ready to offer support whenever I asked for it
My husband, David Dean, who has supported and encouraged me 
throughout
(c) Joan Dean 1993
A  S T U D Y  O F  E F F E C T IV E  A D V IS O R Y  W O R K  I N  
L O C A L  E D U C A T IO N  A U T H O R IT IE S
A b s t r a c t
Criteria of effectiveness were developed by asking advisers, advisory teachers, administra­
tors, headteachers and teachers for examples of advisory work which they considered to be 
effective and their views of the reasons for this. These were then used to develop question­
naires for advisers, advisory teachers, headteachers and teachers in 4 local authorities, asking 
for theirpriorities and their views of 9 areas connected with advisory work - inspection, advice 
and support, teacher development, philosophy and approaches, knowledge, skill and expe­
rience, relationships, climate of the advisory team, organisation and management of the 
advisory team and the training of advisers. Three of these, inspection, advice and support and 
teacher development were regarded as key areas. Significant relationships were found be­
tween knowledge, skill and experience and the key areas and also between relationships and 
these areas. There was a also a significant relationship between climate and teacher develop­
ment. Relationships with other areas were not significant.
Individual interviews were held with chief advisers in all 4 authorities, also group 
interviews with advisers, advisory teachers, headteachers of primary and secondary schools 
and headteachers and staffs in 12 schools which had been inspected by the local authority 
advisory team.
In addition, a national survey was undertaken which gave details of the changes in 
advisory teams between 1992 and 1993.
Findings included the fact that there would be a decrease of 18% in the numbers of 
advisers by September 1993 and 38% in the number of advisory teachers.
Headteachers gave their highest priority to inspection and teachers to in-service 
education. Headteachers valued advisers more than advisory teachers and teachers valued 
advisory teachers more than advisers.
Separating advice and inspection, as was the practice in one of the authorities, did not 
appear to improve either and follow up was less effective than in authorities where these 
activities were not separated.The involvement of lay people in 3 of the 4 authorities did not 
give rise to concern on the part of teachers or headteachers. Primary headteachers and teachers 
were concerned about the credibility of advisers coming from a secondary background.
There is likely to be a considerable decrease in the amount of advice and support 
available to schools as advisory teams become involved in the national privatised inspection 
scheme and also in the appraisal of headteachers. In some authorities advice and support will 
be available for sale, but some schools may not be able to afford to buy it.
(ii)
The findings of this study have considerable relevance for the advisory service of the 
future. The information about priorities should be valuable in planning advisory work. Team 
management and team climate will be even more important in the new situation if the 
demands of schools are to be met.
The continued existence of advisory services will depend, in many places, upon 
schools buying them and this in turn will depend upon how effective they are.
(iii)
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NOTE
Local authority advisory officers are sometimes called advisers and 
sometimes inspectors. In a few authorities they are called adviser/ 
inspectors or inspector/advisers. The use of these terms sometimes 
implies a difference in role, as in authority D in this study, but more often 
it is a matter of history and the use of the titles is fairly arbitrary. In this 
study the advisory team in authority A is called an inspectorate and its 
members are called inspectors. In authorities B and C the team is called 
an advisory team and its members are advisers and in authority D there 
are both inspectors and advisers with different roles. In any authority 
officers called inspectors may both inspect and advise and officers called 
advisers may advise and inspect or they may have different roles.
For the purposes of this study the term adviser will be used when 
the reference is general, except where the discussion is about inspection 
where the term inspector will be used. Members of the 4 teams in the 
study will be referred to by the titles by which they are normally known. 
The term ‘ advisory team’ will be used to refer to teams in general but the 
team in authority A  and the appropriate team in authority D will be 
referred to as inspectorates.
Advisory teachers are normally responsible to advisers and are 
paid on a lower salary scale. They differ from advisers in that their main 
role is normally to work closely with teachers and they have no inspec­
tion role. They are usually recruited from highly successful classroom 
teachers, very often within their own authority, whereas advisers, who 
are also recruited from successful teachers are usually recruited at a later 
stage in their teaching careers and as a result of national advertisement.
(xi)
1 THE BACKGROUND TO THE STUDY
The history of advisory work and inspection in schools prior to the 
Education Reform Act
The local authority advisory service has gradually evolved since the first local authority 
inspectors were appointed in London and Sheffield in 1872.
Inspection of schools officially began in 1839 when regulations for the payment of 
grant to churches and other voluntary bodies were set out According to Gosden (1989) these 
had been paid since 1833 but in 1839 the conditions for payment were defined and included 
the right of inspection. Two government inspectors were appointed to see that the grants 
which were being given for the building of schools were being properly applied. Prior to that 
the National Society which was responsible for Church of England Schools and The British 
and Foreign Schools Society which was responsible for non-conformist schools both had 
their own inspectors. Gosden noted that the first government inspector was a barrister 
called Seymour Tremenheere, the second a clergyman, the Reverend John Allen. Neither 
appeared to have any educational qualifications for the posts and this would appear to have 
been the situation for many years. Gordon (1990) noted that at least 80 of the 93 appointed 
in 1870 had attended Oxford or Cambridge, many gaining first class honours. Sixty seven 
(almost 70%) were clergymen, whilst 50% had some teaching experience, though not in 
elementary schools. According to Gordon, patronage appeared to be a key element in the 
appointments made and teaching experience was not considered to be necessary. Sneyd 
Kynnersley (1908, pp.2,3) wrote of his appointment as an HMI during the latter part of the 
nineteenth century:
About Easter there came a letter to my father from an old friend of 1854, H. Sandford, who was a cousin 
of Sir Francis Sandford, Secretary of the Education Department, and had become a Senior Inspector. He 
premised the certain officers were to be appointed under the new Education Act - men who had graduated 
with honours at Oxford or Cambridge - and that the nomination was in the hands of the District 
Inspectors. He went on to enquire whether my father had a son with the necessary qualifications.
Now at that time I was a briefless barrister of something less than two year’s standing,... and the 
prospect of work with a living wage was alluring.... The offer of appointment was accepted for me, and 
at the end of April I found myself an 'Inspector of returns'.
Rhodes (1981, p.3) noted that between the years 1830 and 1869 inspectorates grew up 
in various aspects of public life There were factory inspectors and mine inspectors, for 
example. He suggested that behind this development there were two important principles - 
‘that Government might interfere in economic affairs in order to protect the individual and 
that Whitehall might supervise local government in order to ensure administrative effi­
ciency.’
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In 1858 a Royal Commission recommended a system of payment by results which was 
introduced by Robert Lowe. This was embodied in the Revised Code, published in 1862. This 
meant that inspectors had the task of judging children’s performance in reading, writing and 
arithmetic in every school in the country and their attendance record and deciding whether 
or not the school qualified for the grant. This operated until 1895. In 1902 local education 
authorities (LEAs) were established and became responsible for seeing that there was 
adequate secondary education in their areas. Grants were therefore made to local authorities 
rather than to individual schools.
Foster (1983) noted that two local inspectorates, London and Sheffield, were formed 
in 1872. The local inspectorates were not regarded as being in the same class as HMI (Her 
Majesty’s Inspectorate) and they had administrative as well as inspection duties. He recorded 
that when the Education Act of 1870 made education compulsory, the size of Her Majesty’s 
Inspectorate grew quite rapidly from 84 in 1864 - 5 to 351 in 1899 - 1900.
The report of the Royal Commission of 1895 spoke of the appointment of local 
inspectors suggesting that if the local authority was to make grants in aid and to decide on the 
sufficiency and efficiency of the school supply, inspectors reporting to it were essential.
Rhodes (1981, p. 101) noted that full inspection by HMI with teams of inspectors 
developed as secondary schools came into being after the 1902 Education Act. The intention 
was ‘to see that a standard, a rising standard of general efficiency is being maintained, and 
that the sums voted by Parliament for the purpose are being fruitfully expended.’
The National Association of Inspectors and Educational Organisers (NAEEO) was 
formed in 1918 and an anonymous and undated passage is quoted in its history (Dean 1991c, 
pp.8,9) describing the work of local inspectors as they existed in some of the major cities pre­
war.
Foremost among the duties of local inspectors are reporting to the education committee on the efficiency 
of individual teachers and their suitability for promotion and assisting it to fill vacancies by promotion 
or transfer within the service, and to make appointments from without the local service.
Their organising duties are exceedingly numerous. In London, for example, the inspectors are 
concerned with the scholarship examination for entrance to central and secondary schools, advise on the 
staff of all schools, scrutinize timetables, settle doubts about requisitions of school books by headteach­
ers, report on books and equipment which are submitted (by publishers) for inclusion in the list of text­
books and apparatus which may be used in London schools, settle points of dispute between teachers, 
attend enquiries into matters which may have gone wrong in a school, allocate and report on student 
teachers, give instructions to teachers regarding their work, settle differences about promotion (of 
children) from a junior to a senior department and so on.
In their more purely advisory capacity, inspectors give educational advice bodi to the teachers and 
to the education committee. In order to do this they have to be abreast of the latest developments of 
educational theory and practice. All local inspectors are required to hold conferences with teachers. 
Many of them give lectures to teachers, and they are incessantly engaged in discussing methods with 
individual teachers in the classroom. In short, upon the inspectors falls a large part of the training which 
a teacher receives after having commenced his professional work. On the other side they advise their
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committees on plans of new schools and on structural alterations, on the organisation and reorganization 
of schools, and on every department of school activity and the developments of educational policy.
A later statement of the role of local authority inspectors and organisers is given in a 
paper from NAIEO (1946, p.l). This included the following:
The local inspector is freer (than HMI) to cooperate with the staffs of schools in overcoming major 
difficulties. He usually knows the teachers better than HM Inspector because he is intimately concerned 
with their appointment and promotion. More directly than the inspector of the Central Authority his 
function is to stimulate and encourage, to humanise relationships, to foster growing points and to develop 
independent thinking.
This paper spoke of the role of the inspector as the eyes and ears of the local authority 
and went on to stress the importance of his (sic) relationships with heads of schools and their 
staffs and the need for trust. It then spoke of his concern with the general efficiency and 
standard of the teaching, the choice, probation and promotion of teachers and the arranging 
of refresher courses and of conferences for heads and teachers.
The same paper also spoke of the role of organisers who were appointed for domestic 
subjects, physical education, handicraft, music and art.
Foster (1983) reported that local inspectorates did not develop very quickly. By 1964 
only 50 authorities out of 164 had their own service. From an early stage there were two 
groups of people in advisory roles. There were inspectors who might be called advisers or 
inspectors, and organisers who were subject specialists, mainly in subjects where safety was 
an issue, such as physical education, home economics and crafts.
In 1968 (pp.xi, xii, 69,142) a report was made by a Parliamentary Select Committee 
on the work of inspectors. They concluded that the rapid growth of local inspectorates should 
affect the size of HMI.
The inspectorate (HMI) should in general, cease full inspections and accept that the major responsibility 
for inspection should rest with the LEAs where their inspection teams are adequate.
The role of HMI would be to work with the Schools Council and ‘to generalise the best 
practice in education and to act as a catalytic agent to promote improvement.’ According to 
the evidence of Sir William Alexander, they should be a ‘corps d’elite, a limited team of 
national experts in their particular field of work, who are thereby making available to the local 
advisory service the most up-to-date and worthwhile information and therefore helping 
directly in the in-service training of teachers.’ He suggested that a national team of about 150 
to 200 HMI would be sufficient for this role. He also stated that the only time a formal 
inspection was necessary for a school was when things were going wrong. Sir Lincoln Ralphs, 
giving evidence, stated ‘I believe that the local inspector in a sense gets deeper into the local
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problems than the local HMI, because he (sic) is there and he studies this.’
An article by Fiske (1975, p.4) reminds us that the present was not the only time when 
advisers and inspectors were under attack. Nineteen seventy five was a period when cuts were 
being made in the education service and Fiske recorded that at the annual conference of the 
National Association of Headteachers ‘voices were raised against the growth in the number 
of local advisers and insults hurled at their competence.’
Dean (1975a) reported on a national survey of advisory teams which compares 
interestingly with the survey she made in 1991 and the survey included in this study. In 1975 
the teams varied in size from 5 in the smallest team to 61 in an authority of over 1,000,000. 
Around 65 % of authorities had a chief adviser in 1975 compared with 100% in the 1991 study. 
In 1975, 25% had senior posts which carried responsibility for primary education. In 1991 
there were 77% of authorities with such posts. Twenty seven per cent had senior posts for 
secondary education in 1975 and 67% had such posts in 1991. In 1975,18% of authorities had 
senior posts for further education although some of these advisers were not part of the 
advisory team. In 1991 61% of authorities had such posts.
The two later studies do not cover the range of specialist posts in each authority but the 
figures from the 1975 study suggest that things must have changed as a result of the National 
Curriculum. In 1975 there were 33 science advisers, 25 English advisers and 30 mathematics 
advisers compared with 47 physical education advisers and 46 music advisers. There were 
13 advisers for religious education.
Bush and Kogan (1982, p. 162) quoted from an interview with Robert Aitken, Chief 
Education Officer of Coventry;
HM Inspectors are just not available to give you detailed advice with detailed knowledge of schools. 
You must have it locally and, certainly, that was one of the arguments I used to develop the advisory 
service here.
They also quoted from an interview with Eric Briault, Education Officer of the Inner 
London Education Authority (ILEA) who stressed the importance of having an independent 
body of professional people who could give advice to politicians, administrators and teachers. 
He saw this as a source of strength to the schools and a way of making politicians understand 
the truly educational and professional issues in the decisions they were making.
Bolam et al (1978, pp.33, 80) found that at least 60 different names were given to 
members of the advisory service, though they were mainly called inspector, adviser and 
organiser. They noted:
Perhaps the most noteworthy reason for the undoubted shift from inspector to adviser, is that it reflects 
a trend in professional opinion away from inspection which is often seen as negative, to advice and 
support, which is usually regarded as positive.
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The point is made again later in the book:
In the past it was accepted that local advisers would carry out general inspections and that this was one 
aspect of their role as ‘guardians of educational standards in the LEA.’ In recent years this has changed 
and the emphasis is now placed on the advisory aspects of role. This has been well received by teachers 
and heads but has been questioned by some politicians and parents.
They found that 51% of their sample spent some time on general inspections and 23% 
wanted to spend more time on this aspect of the work.
In 1972 the National Association of Inspectors Educational and Educational Advisers 
changed their name, substituting ‘advisers’ for ‘organisers’ and in 1992 the name was 
changed again to reflect the decision to admit people who were working independently as 
consultants. It is now the National Association of Educational Inspectors, Advisers and 
Consultants, (NAEIAC), In 1979 (p. 1) NAIEA and the Society of Education Officers (SEO) 
issued a joint statement on the role of the educational advisory service. This described the 
purpose of the service as follows:
The purpose of an educational advisory service is to promote high standards of attainment, not only in 
basic studies such as literacy and numeracy, but also in education in its widest sense for pupils and 
students in individual schools and colleges and subsequent advice to heads and teachers and to the 
authority. The head and staff o f an institution need advice and support in the development of effective 
forms of organisation and management, and teachers at all levels need advice on curriculum and teaching 
method. Moreover governors and managers of schools and colleges require advice from time to time on 
matters of curriculum and organisation and appointments.
The advisory team should be seen to have a leadership role in staff development programmes and 
a capacity to contribute significantly to the planning of educational buildings. The chief education officer 
requires a strong advisory team as well as a strong team of education officers to ensure that issues of 
accountability are dealt with satisfactorily and that adequate information is available on which policy 
decisions may be based.
The context of the study
The local authority advisory service has in recent months undergone enormous changes 
which are still in the process of being worked out.
The 1944 Education Act, Section 73 (3), paragraph 77, p.57, stated that:
Any local education authority may cause an inspection to be made of any educational establishment 
maintained by the Authority, and such inspections shall be made by officers appointed by the local 
education authority.
This was the authority for inspection until the 1988 Education Reform Act and the 
circulars which interpreted it. These laid greater emphasis on the inspection role of local 
authority advisory services. Circular 7/88 indicated that a key area where the Local Education
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Authority (LEA) would have a lead function was in monitoring the performance of schools 
and giving advice or taking corrective action (paragraph 18) and that inspectors or advisers 
would report on the performance and achievement of schools to both governing bodies and 
to LEAs (paragraph 20). The same circular required LEAs to establish effective monitoring 
arrangements so that they had accurate and up-to-date information on the performance of 
schools (paragraph 151) and suggested that LEAs would need to evaluate on an on-going 
basis the success of local management in improving the quality of teaching and learping in 
schools (paragraph 155).
The Education Reform Act of 1988, Section 10, sub-section 2, p.8, stated:
In relation to any maintained school and any school year it shall be the duty of the local authority and 
the governing body to exercise their functions with a view to securing, and the duty of the headteacher 
to secure... that the National Curriculum as subsisting at the beginning of the year is implemented.
Circular 5/89 p.7, para 14 on School Curriculum and Assessment indicated that:
the local inspectorate or advisory service, together with the LEA’s advisory teachers, will have an 
essential role in preparing for, implementing and monitoring the National Curriculum and other 
developments arising from the Education Reform Act.
Circular 9/90, (1990c, paragraphs 31a and 31b, p.9) National Curriculum Assessment 
Arrangements required the LEA to make provision for:
monitoring and quality assurance of the assessments made in their primary schools
support for the professional development of teachers engaged on making assessments and of the... staff
employed to monitor and audit quality.
Circular 3/89 (1989c, p. 18, para 55), Religious Education and Collective Worship 
indicated that:
an LEA’s local inspectorate or advisory service should also be a key source of advice on religious 
education and religious worship to the Authority, the Standing Advisory Council on Religious Education 
(S ACRE) and its schools and teachers. Through inspection in all its forms, it should provide evidence 
of the quality of what is provided in accordance with the Agreed Syllabus.
Circular 12/91 (1991b) School Teacher Appraisal, imposed duties on the LEA for:
preparation of LEA appraisal schemes and guidance;
training;
participation in the appraisal of headteachers;
implementation and maintenance of appraisal schemes within the statutory time frame; 
operating complaints procedures;
monitoring and evaluating the implementation of the scheme in schools.
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All of these tasks were likely to be undertaken by advisers.
Initially the effect of the 1988 Education Reform Act was to increase the role of 
advisory services. The DES Circular 7/88 (1988d, Paragraph 151, p.31) Local Management 
of Schools, stated:
Effective monitoring arrangements established by the LEA will be a key condition for successful 
schemes of local management. In order to exercise their advisory and corrective role, including their 
power to withdraw delegation where necessary, LEAs will need to have accurate and up-to-date 
information on the performance of schools. LEAs should include in schemes submitted for approval a 
brief description of their proposed procedures for monitoring the schemes. In general the Secretary of 
State expects that in discharging their responsibilities under their schemes, LEAs will:
a) build on existing arrangements for monitoring the efficiency and effectiveness of their schools 
and
b) accord an increased monitoring role to their officers and inspectors/advisers and provide 
advisory and associated support to schools that give cause for concern.
The Society of Chief Inspectors and Advisers (SCIA1989, p.6) produced apaper which 
set out the role of advisers under the new arrangements and stressed that:
each institution needs to be well known as a whole by a member of the advisory team if the service is 
to support the staff and governors in securing the institution’s overall effectiveness.
This echoed a similar statement in an unpublished DES/LEA working paper (1985) 
and they went on to suggest that an advisory service needed a link adviser for each institution, 
specialist expertise in each phase of education, including further education, community 
education and training, early years and special needs and specialist expertise in each major 
subject and aspect of the curriculum.
Advisers at that time took on the advising and inspecting of further education colleges 
in some cases for the first time. Brenchley (1989, p.4,5) noted that this would involve 4 
functions:
Monitoring of expenditure;
Evaluation of effectiveness;
Development planning;
Support and training.
He pointed out that:
There is often no other officer (beside the adviser) appointed to identify developmental opportunities, 
negotiate them into a project format and then ‘mainstream’ them into the most appropriate developmen­
tal structure. This emphasises a key intermediary and inter-agency liaison role.
This responsibility was subsequently lost as a result of the 1992 Education (Schools) 
Act which removed further education and sixth form colleges from local authorities’ 
responsibilities.
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In 1988, HMI noted that the role of inspectors and advisers was changing with fewer 
having direct control of in-service education and training (INSET) budgets and becoming 
more managers of INSET than providers. They noted that this change had created tensions 
and frustrations and uncertainties in the advisory services of some LEAs. This might be 
regarded as the start of the changes to advisory services which resulted from the Education 
Reform Act. They also noted that by the end of this year LEAs were beginning to review the 
management structure of their advisory/inspectorate services in order to meet the changes and 
challenges which were coming.
Parry (1990, p. 13) noted that:
The LEA will need to know its schools in far harder and more objective ways; the school will need to 
value their adviser, and feel they know the LEA through him or her in meaningful ways which are worth 
the time spent on them.
Each of the advisers (within an LEA team) will need to adopt a fairly consistent style and practice 
and attach a seriousness to the function which will require, in some cases, substantial readjustment on 
both sides.
Hegarty (1988), describing a survey of what had happened in special needs following 
the 1981 Education Act, noted that there had been an increase in special needs advisers.
Matthews, (1991, p.7) described how Cambridgeshire was planning to devolve the 
funding of the advisory service to schools who would be free to buy their services or not as 
they wished. He noted that ‘the continued provision of these services, which would operate 
as “business units” would be largely determined by their market competitiveness.’
Gold, (1991) noted that statistics on advisers collected by the Times Educational 
Supplement found that there had been an increase of about 100 advisers between 1988 and 
1990.
A paper by Burchill (1991, p.6), chief adviser for Wandsworth, published by the Centre 
for Policy Studies, set out the suggestion for a privatised inspection service which the 
Government eventually adopted:
An alternative (to LEA inspectorates and HMI) is to have a series of competing inspectorates, operating 
as consultants, licensed and empowered to inspect schools according to clear criteria. These might 
include some independent inspectorates and some linked to an LEA. They would compete for the custom 
of schools.
A letter to chief education officers, dated October 2nd 1991, from John Hedger of the 
Department of Education and Science was sent out with a statement from the Secretary of 
State setting out the plans for a privatised 4 yearly inspection service. It noted that the new 
arrangements would apply by law to all maintained schools, including grant maintained 
schools and city technology colleges. Inspections would be based on classroom observation. 
They would cost in the region of £70 million a year and the money would be found from
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redeployment within the £135 million currently spent by LEAs on inspectors and advisers. 
The cost would be subject to market forces. In this statement the Secretary of State observed 
that the independent team of inspectors for any particular school would be chosen by its 
governing body. This was later changed because of objections in the House of Lords and the 
choice now rests with the newly formed central body OFSTED (Office for Standards in 
Education) developed from Her Majesty’s Inspectorate.
There was a great deal of concern over what would happen as services moved into a 
privatised inspection service. Davies (1991, p. 131), for example, pointed out that when the 
money for support and advice was devolved to schools and they had the choice of whether 
they used the service or not, the ‘continued existence of a central team depends on a number 
of individual schools all taking the right decision at the right time.’ This meant that schools 
would have to pay for the service when they did not need it as well as when they did and this 
seemed to him to be an unlikely event.
Leonard (1992) took a more positive view. He felt that there would be sufficient work 
for a local authority team to maintain its present numbers. He took the view that the local team 
had clear advantages over the competition in that it knew the schools and the area and could 
probably supplement inspection with consultancy work in schools and with other work paid 
for by the LEA.
Rafferty (1993, p.5) wrote of ‘HMI fear of the third-rate service’. HMI had apparently 
written to Professor Stewart Sutherland, head of the Office for Standards in Education 
(OFSTED) noting the low morale and poor motivation being caused by the dismantling of the 
support service. The letter suggested that his leadership was ‘allowing HMI to be used as 
political cannon fodder in the establishment of a third-rate and ill-conceived inspection 
service.’
Nash (1993) noted that LEAs were tending to dispense with the services of further 
education advisers as they lost control of their colleges. Many of the older members were 
retiring early and much expertise and skill was being lost to the service.
The 1992 Education (Schools) Act changed substantially the provision for advisers and 
inspectors as laid down in the 1988 Act by setting out the arrangements for privatised 
inspection in place of inspection by the LEA. Each of the proposed private inspection teams 
would bid for the task of inspecting individual schools. Each of these teams would be led by 
a Registered Inspector and would contain a lay person. There remained the possibility that 
LEAs might still inspect their own schools but would have to recover the full cost of doing 
this from the schools inspected. LEA advisers might become Registered Inspectors or team 
members but would not be able to inspect a school with which they had a connection if the 
connection was such as to call into question their impartiality.
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There were many adverse comments about these proposals. Hume (1992, p.6) President 
of the National Association of Inspectors and Educational Advisers, in his presidential 
address, described the white paper which set out proposals for inspection as ‘a mixture of 
overt prejudice, unsubstantiated mechanisms, some acceptable higher order aims and two 
important messages “LEAs, say your prayers” and “Actually this can all be done within 
existing resources”.’ He pointed out that ‘A  team of part timers will not be able to keep in 
touch with what is happening in the schools unless they are working in them regularly in some 
other capacity in addition to inspection.’ He also suggested that where there is 100% 
delegation there may be nothing for schools to buy back.
Sofer (1992) commented that what was proposed was far too comprehensive to be 
possible. The framework for inspections was very substantial and it seemed unlikely that even 
the most skilled inspectors could cover all it contained within reasonable time. Sofer also 
deplored the lack of opportunity for schools to be consulted about the framework.
The National Association for Inspectors and Educational Advisers (NAIEA) commis­
sioned a report from Coopers and Lybrand (1992, pp.8,13) setting out the alternative paths 
available to LEA advisory teams. This noted the possibility of reorganisation of local 
government and recorded the increasing pressure on LEAs to devolve the cost of the advisory 
services to schools. The report suggested that:
Schools will increasingly look to their LEA as a supplier of services to enable them to carry out their own 
functions but a supplier which has to compete with other potential suppliers for the schools’ custom.
The report goes on to identify the ‘customers’ of the local advisory service:
the LEA - services including inspecting schools for the LE A ’s own purposes outside the standard model 
o f inspection of the Education (Schools) Act;
the head and school - provision of advice and support for schools (which term includes governors and 
teaching staff) including inspections, to meet needs identified by the school;
the parents and governors - four yearly inspections under the standard model of the Education (Schools) 
Act in order to report on the quality of the school to the parents and governors.
The report suggested that advisory services had four alternatives. They might provide 
LEA' services, head’ andschools’ services and governors’ and parents’ services or they might 
provide LEA* services and parents’ and governors’ services but not head’ and school’ 
services. Alternatively they might provide LEA' services and head’ and school’ services and 
opt out of seeking to provide the new model school inspection services (parent’ and governor’ 
services). Finally they might decide to provide LEA' services alone.
It suggested that there were two possible organisations which would meet the new 
organisation required - a separate cost centre or a direct service organisation (DSO) or agency.
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Discussion at meetings of chief advisers and with the LEAs in this study suggested that the 
majority of LEAs were moving towards an agency organisation with some services provided 
free of charge and others for sale.
The purpose of the present study
The substantial changes recorded above would appear to be taking place for doctrinaire 
reasons rather than being based upon information about what is effective in the work of 
advisers and advisory teachers. While there is a great deal of work on effective schools and 
effective teachers, there is, so far as can be ascertained, no work on what is effective advisory 
work in schools. In the new situation it will be essential for advisory teams to be effective if 
they are to survive in a market driven situation and it is with this in mind that this study sets 
out to consider what is effective advisory work.
Comparable roles in other countries
It seemed relevant in considering effectiveness in the advisory service in this country to look 
at what happens in other countries. The list of countries is an arbitrary one rather than a 
selected sample since it depended on the availability of evidence. The evidence available also 
varied considerably from one country to another and is concerned with both inspection and 
support.
Ingvarson (1990) noted that significant change required peer support and technical 
assistance and that several countries had developed external support systems.
He suggested that the major elements of support needed in dealing with change were 
policy units, curriculum and research branches, consultants or advisers, school support 
centres, colleges and universities and special purpose programmes. Support systems were 
used by a school authority for generating educational ideas, for keeping them circulating and 
available to teachers and for providing teachers with adequate opportunities to learn how to 
use them.
Australia
Ingvarson (1990) described a recent report of the policy development project on Teacher In- 
service Education of the Commonwealth Schools Commission called Teachers Learning 
(1988) which recommended that state systems work towards a coordinated external support 
system for schools which included among other things establishing a school support 
infrastructure of consultants and resource centres. The report recommended also an expen­
diture of one per cent of the total expenditure on schools to be spent on in-service education.
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Rizvi (1990) described a development in Victoria, Australia involving what were called 
School Reference Groups (SRGs). These groups were an attempt to develop peer group 
accountability in the context of the kind of development described above. Each reference 
group consisted of a teacher, a parent and a pupil from each school in the cluster group 
(normally a group of about seven schools). These representatives were to negotiate their 
understanding of the broad objectives of the group and moderate each other’s plans for 
curriculum reform. Each SRG was serviced by a regional consultant whose task it was to keep 
records of meetings and provide advice on regional and central issues. Schools were expected 
to submit plans to the SRG for funds and were expected to make amendments in the light of 
SRG comment. Schools also sent their self-evaluation reports to the SRG for discussion and 
comment. In the event teachers from one school were hesitant about being critical of another 
school and had some reluctance to be open about the problems schools were facing but the 
SRGs provided the opportunity for schools to share their experiences, their difficulties and 
their successes.
The consultants, who appeared to undertake a role comparable to that of advisers in 
Britain, were an important part of this process. They were the primary focus of support for 
programme development and link between schools, the programme committee and regional 
offices. Schools sometimes regarded them as having administrative responsibilities only and 
sometimes as change agents, facilitators, general curriculum consultants and educational 
listening posts. The change agent/consultant was the preferred description of the consultants 
themselves and it would be equally applicable to the role of advisers in this country. There 
were also some problems for them in supporting their regional offices in a situation where the 
regional offices sometimes behaved in ways which were contrary to the principles behind the 
programme.
Deschamp and McGaw (1979) noted that at that time the inspectoral role had 
diminished and was being replaced by an advisory role. There was, nevertheless, still 
inspection taking place in Western Australia where primary schools were inspected every 3 
years but they were encouraged to have an internal review before the inspector’s visit.
In Victoria secondary schools were evaluated by Review Boards which included 
departmental inspectors, and others from categories such as parents, community members, 
academics and staff from other schools. There were some cooperative evaluation approaches 
notably in Queensland and Tasmania, where there was agreement with the school about the 
focus of the evaluation, working in a similar way to the four authorities in this study.
France
Lafond et al (1991, p.37,38) stated that there were 4 categories of inspectors in France The 
most senior was the Inspecteur General de l’Education Nationale. Applicants for these posts
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must have held a position in the national education system for at least 10 years and hold a 
‘Doctorat d’Etat’, the ‘Agregation’ or a recognised equivalent. Admission was through 
advertisement and an examination of applicants by a consultative committee. Until recently 
there had been no training for these inspectors but in future there would be training lasting 
several weeks.
The second group were the ‘Inspecteurs Pedagogiques Regionaux’ qualified either in 
a subject or in the area of ‘vie scholaire’. They required at least 5 years teaching experience 
and either the doctorat d’Etat or Agregation. Appointment was based on file information. 
They had 14 weeks of training spread over their first year of duty.
There were then ‘Inspecteurs de L ’enseignment Technique who operated in the ‘lycees 
professionals’ and the apprenticeship training centres. These were selected by written and 
oral tests and an interview. They received 2 years of training
Finally there were Inspecteurs Departmentale de l’Education Nationale who inspected 
primary schools. They were primary teachers with at least 5 years experience who held a 
bachelor’s degree or equivalent. Selection was by written and oral tests and there were 2 years 
of training.
The tasks of the Inspecteur General de l’Education Nationale were as follows:
observation and analysis of the whole education system, on forms of training, educational content, 
curriculum, teaching methods, ‘vie scholaire’ and the steps taken to implement decisions; 
participation in the inspection of certain teachers;
participation in recruitment boards and committees for allocation and promotion of inspectorial 
personnel for management, teaching, direction and guidance and for the training of these persons; 
special duties allocated to them by the Minister;
the coordination of the activities of all inspectorial bodies for pedagogical aspects.
Inspecteurs Pedagogique Regionale had 3 major tasks:
to inspect and report on the teachers in public secondary schools and private institutions under contract; 
to advise or assist the ‘reeteur’ in the area of their expertise;
to participate in the studies of the ‘ inspection generate’ on the topical areas for the year. 
Inspecteurs de l’ensignement technique had the following duties:
inspection and grading of teachers; 
pedagogical leadership and supervision; 
participation in teacher recruiting competitions; 
organisation of examinations;
participation in ‘academie* or ‘departement’ commissions or committees dealing with technical 
education;
chairing the commission for the allocation (award) of the apprenticeship tax; 
participation in training activities, especially for the creation and development of projects.
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to make sure that schools are respecting official directives and fundamental principles; 
to exercise control over manpower resources and propose school opening and closing dates; 
to provide replacement for absent teachers;
to evaluate the work of primary teachers and make suggestions as to grades for their teaching; 
to help primary teachers think over their practices both individually and in groups and to chair study 
sessions;
To participate in the initial and continuing training of primary teachers and ensure that there is a follow 
up to training periods.
Holland
Bik et al (1991, p.35) noted that Dutch education was unique in that it provided for public 
and private education on an equal footing. Any group of parents wanting to provide education 
for their children which conformed with their ideas and beliefs might do so and receive state 
funding. This made the work of inspection the more important.
Inspectors in Holland were appointed in much the same way as they are in Britain with 
substantial experience in schools the major requirement for appointment. Appointments took 
place only once a year and there was then a 3 month induction period with 20 days spent on 
a course and the rest in practical training for the job. There was then supervision for a further 
5 months. The principal responsibilities were:
to ensure compliance with statutory regulations;
to keep up to date with the state of education by visiting educational establishments of all kinds; 
to promote the development of education through consultations with the competent authorities, the staff 
of educational establishments and the regional o f local authorities;
to make reports and recommendations to the Minister, both on request and on its own initiative.
A school support system was formalised in 1986 by Act of Parliament. It was largely 
independent from the system for administering schools. Sixty five local centres had been 
established, each with about fifty consultants. According to Chapman (1990) these local 
centres were partly instruments for supporting, through training and consultation, the 
implementation of national policy. They were an attempt to coordinate the external resources 
a school could call on. About 2 per cent of the national education budget was spent on the 
support system.
The local centres established long term contracts with schools and were dependent for 
about half their funding on agreements with schools. According to Chapman, 3 things were 
impressive about this: the quality of planning for implementation; the degree of control the 
schools exercised over this planning and the long-term nature of the work consultants did with 
schools, which was consistent with research on effective forms of in-service training.
The Dutch plan was to use a mixture of a dissemination approach alongside change
Inspecteurs departementale de l’education nationale had the following duties:
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strategies which came from the school. They took the view that good ideas for the classroom 
needed training and support which took them into the classroom.
The Irish Republic
MacGleannian and Maclonraic (1991, p.37,39) stated that inspectors were appointed as a 
result of public advertisement and interviews held by the Civil Service Commission. A  new 
primary inspector worked with an experienced colleague for the first year observing him or 
her at work. If there was a significant number of new inspectors courses were held for them. 
Progress was assessed by the chief inspector at the end of 6 months. Secondary school 
inspectors served a 2 year probationary period with a formal induction period of 6 months, 
during which the new inspector worked with an experienced colleague.
According to MacGleannian and Maclonraic the principal functions of the primary 
inspectorate were:
to provide the Minister with such information and advice as may be required on matters pertaining to 
individual schools and on educational matters in general;
to cooperate with management authorities and teachers in the work of schools, especially by stimulating 
interest in the curriculum content and methodology and by assisting teachers in need of guidance.
The principal functions of the secondary inspectorate were: 
inspection of schools and teachers;
investigating complaints related to disciplinary matters in schools; 
effecting humanitarian missions to resolve school placement problems of certain pupils; 
liaising with education departments in universities which provide pre-service training; 
conducting tests in oral Irish for secondary teachers to become registered; 
registering teachers;
investigating the efficiency of newly appointed teachers and monitoring teachers on probation; 
initiation of curriculum development projects and monitoring of same; 
supervising and implementing in-service courses;
participating in appointment boards which select teachers for posts in comprehensive and community 
schools;
representing the Minister on Boards of management of comprehensive schools;
representing the Minister on committees of the National Council for Curriculum and Assessment;
effecting with Vocational Branch Inspectors the overall supervision and moderation of the intermediate
and leaving certificate examinations;
processing examination appeals.
Italy
Accardo etal (1991, p.29,33,44) described inspectors in Italy as ‘ subject specialists who were 
selected from the ranks of nursery, primary, secondary school teachers with at least 9 years 
experience and from the ranks of headmasters (sic) and principals, who by definition are 
graduate’. They were selected as a result of 4 tests which included the writing of 3 essays and 
an oral interview. Would-be primary inspectors had to write a further essay on social-cultural
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problems and secondary candidates were tested on the teaching of their subjects.
There was no formal training and Accardo et al commented that ‘Selection is so severe 
that that newly appointed inspectors are usually first quality professional people whose 
competence and motivation are out of question.’ There is a probationary period of 180 days, 
however.
They recorded the responsibilities of inspectors as follows:
technical inspectors help to promote and coordinate the training of the heads and teaching staff of all 
schools;
they make proposals and offer advice on curricula and examination tests and their adjustment to needs, 
on the use of teaching aids and learning technologies, as well as on the experimentation projects 
coordinated by them;
they give technical/didactic assistance to schools and carry out all inspections ordered by the Minister; 
technical inspectors carry out study and research as well as providing expert advice for and on behalf of 
the Minister etc.;
at the end of each school year the inspectorate writes a report on the general state and trend of education 
and the school system.
Japan
A Japanese colleague, Professor Akira Kuroda, (1992) in a personal letter, described the 
pattern of inspection in his country as follows:
In Japan, the local (prefectural and municipal) Board of Education is in charge of the inspection of local 
public schools. There are local (municipal) Boards of Education under the Prefectural Boards of 
Education.
The boards of education administer two kinds of inspection. The one is about general manage­
ment of schools, that is, financial documents, books of the records of pupils and students, the 
maintenance of facilities and provision and so on. The other one is the inspection of the curriculum and 
guidance of schools and their administration. The relevant sections of the Board are in charge of the first 
type of inspection and advisers of the Board of Education are responsible for the inspection of the 
curriculum and guidance of the schools.
Once in every few years, a group of people from the Board of Education make a school visit to 
audit the financial documents and books and records of pupils and students.
Every school is required to submit its curriculum for the next year to the Board of Education 
around February, before the end of the school year in March. The school submits the timetable of classes 
for the next school year to the Board of Education too.
On receiving the curriculum and timetables from schools, the Board of Education gives advice 
and directions if it thinks this is necessary.
Advisers are appointed from among teachers who have passed the test to be qualified to 
advisership of the Board of Education. The test is administered every year and only those teachers who 
are recommended by principals of schools can take the test given by the prefectural Board of Education. 
Those who are eligible to take the test are over 3 5 years of age. After serving as an adviser for some years, 
he(sic) often goes back to school as a principal or assistant principal.
There are two types of school visit by advisers of the local Board:
to attend demonstration classes being requested by the principal; 
visits to a school to make an inspection of the general school management, to talk with the 
principal, and to meet the teachers of the school. This is also a visit made at the request of the principal 
of the school.
Advisers of the local Board of Education are generally respected by teachers. However, when the 
specialities o f the advisers are not paid proper regard to by the Board, they are not necessarily respected, 
(e.g. an adviser experienced in junior high school education is sent to a primary school to a attend a 
demonstration class and is asked to make some comments and advices (sic) concerning the class teaching 
just demonstrated.)
A  principal is under the obligation of submitting reports to the local Board rating the efficiency 
of the teachers. The Board of Education engages in the personnel administration and the appointment 
of principals and assistant principals on the basis of the reports submitted annually by principals. At 
present neither increase nor cutting in pay is made on the basis of these reports.
Not only principals and assistant principals give support and help to teachers, but also education 
centres in the local community and hold meetings, workshops and conferences for the study and training 
of teachers. They give counsel and advices to teachers too. The in-service training is given to teachers 
according to their teaching experience and the subject of teaching as well as the roles they take in schools.
A national system to give a series o f in-service education and training to newly employed teachers 
in their first year started in 1989.
Greenlees (1992) noted that fewer than 50 inspectors were employed by Japan’s 
Ministry of Education to carry out inspections and to make sure that the country’s high 
educational standards are maintained. This meant that formal visits were limited and 
normally restricted to checking on teachers’ and pupils’ perceptions of the national curricu­
lum. There appeared to be considerable emphasis on inspecting text books and this was much 
criticised.
Portugal
Neves et al (1991, p.47) stated that pedagogical inspectors in Portugal were selected from 
teachers. Five years teaching was required from prospective primary inspectors and 3 years 
from those who wished to work in secondary schools and usually some successful experience 
of a senior post in school. Posts were advertised and selection was by interview.
Primary school inspectors had to attend a course lasting about a year but secondary 
inspectors had a probationary period and some practice was supervised by a senior inspector. 
The duties of inspectors included the following:
providing systematic technical assistance to schools in order to improve their performances and correct 
any irregularities;
monitoring the education system and reporting on its performance; 
monitoring the implementation of new policies;
facilitating pedagogical innovation and school development in order to achieve high quality standards 
of education;
giving support to individual teachers; 
running occasional short courses for teachers (primary); 
ensuring the statutory regulations are observed; 
disciplinary action related to pedagogical matters; 
supervising Portugese teaching abroad.
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New Zealand
New Zealand has adopted devolution to schools in a rather similar way to Britain. Caldwell 
(1990) noted that there were staff at system level whose task was mainly to monitor (or audit) 
operations at the school level and to provide limited support to schools. In general, however, 
the support for schools would be secured in a quasi-free market in which schools would plan 
and acquire the services they needed from whatever source they felt appropriate and using 
their own funds.
Roe (1990, pp.43,53) noted that funding had passed to single school boards elected by 
parents. Property supervision, personnel, finance and professional guidance had been 
removed from regional boards and quality assurance was to be maintained ‘by an independent 
review and audit agency, charged with measuring the educational and managerial achieve­
ments of schools by school visits every two years.’ The review team would consist of one or 
more ‘curriculum specialists’, a coopted principal, a community representative and a 
financial/property management officer.
Advisers were assigned to colleges of education and were seen as ‘free-standing, client 
driven supporters of schools. ’ Colleges of education were responsible for the advisory service 
and for ‘a network of teacher resource centres developed over the years by the department of 
Education Board initiatives’
Spain
According to Ballarin etal (1991) in Spain the post of inspector was achieved by competition 
which involved a merit scheme in which degrees and years of teaching and in senior posts 
were given points and there was also an examination. Candidates then had to undergo 
considerable training. Their tasks were then to see that the law was observed; to evaluate the 
educational performance of the system; to collaborate on educational reforms, on in-service 
education for teachers, experimental programmes in education and on the study of educa­
tional needs in the various areas, and to provide advice to the various members of the school 
community.
Conclusions
This information suggested that a large number of countries, particularly those in Europe, 
were concerned about inspection and some had much more stringent systems for selecting and 
training inspectors than we do. Rhodes (1981, p.xi) wrote of ‘enforcement inspectorates’ 
whose task was to ensure compliance with statutory requirements and ‘efficiency inspec­
torates’ which existed to ‘secure, maintain or improve standards of performance’. He placed 
Her Majesty’s Inspectorate and local inspectors clearly in the efficiency inspectorate
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category.
Some national inspectorates appear to be much nearer to enforcement inspectorates 
although they all have an element of efficiency inspection. Apart from Holland there appear 
to be few which provide, support for teachers in a similar way to our local authority advisory 
services. In contrast New Zealand appears to have gone down the same road as Britain is 
currently treading and appears to be trying to sort out the problems that this route poses.
The aims of the service
A study of the effectiveness of the LEA advisory service needs to start by looking at what the 
service is aiming to do. In 1984 (pp.l - 6) the Department of Education and Science (DES) 
brought together representatives of the advisory services, Chief Education Officers (CEOs) 
and deputy CEOs, a member of Her Majesty’s Inspectorate (HMI) and representatives of 
various departments within the DES to draw up a statement about the advisory services.(cf.p.7)) 
This resulted in a paper which defined the role, but was never published. The role of local 
authority advisers and inspectors was defined as including the following:
monitoring and evaluating the work of the authority’ s education service;
(undertaking) work in support of schools and other educational establishments; 
supporting and developing teachers and advising on their management;
(undertaking) work on local and national initiatives.
The Education Reform Act of 1988 brought a somewhat changed role for the local 
advisory service. Sir David Hancock, Permanent Secretary to the Department on Education 
and Science gave a talk to the Executive of the National Association of Inspectors and 
Educational Advisers in January 1988 which was published as a supplement to the advisers’ 
and inspectors’ journal Perspective in July 1988 (p.l). It included this statement:
The local inspectorates will need to monitor and evaluate school performance. They will need to provide 
LEAs and the schools themselves with trusted and informed professional advice, based on first-hand 
observation of what schools are actually doing, of the way they are implementing the National 
Curriculum and of the standards achieved.
The Audit Commission (1989, p.40,41) made a survey of advisory services and 
published its findings under the title Assuring quality in education. This included a job 
description for an adviser or inspector which listed the duties as follows :
1 To participate in activities by means of which the inspectorate monitors education in schools and colleges
maintained by the authority. These activities include: 
observation of work in classrooms; 
maintenance of guidelines for use in this observation; 
recording of observations;
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analysis of information on schools’ and colleges’ work, both the inspectorate’s and information
originating from other sources;
reporting the results of educational monitoring;
2 On behalf of the chief education officer, to provide advice to governing bodies on appointments of staff 
to schools and colleges.
3 To investigate complaints received by the authority about schools and colleges from members, electors, 
parents or students and to take or initiate appropriate action.
4 To advise staff and governing bodies of colleges on means of achieving improvements in education in 
their institutions. To deploy advisory teachers to assist in the furtherance of these improvements.
5 To participate in the planning and management of the authority’s programme of in-service education and 
training for the education service.
6 To provide the chief education officer with advice to inform the authority’s decisions on the exercise of 
its direct educational responsibilities. These include withdrawal of delegation from governing bodies, 
major changes to schools and colleges (including opening, closure and amalgamation) and changes to 
budget allocation formulae.
7 To act as the authority’s assigned inspector for certain assigned schools and colleges. In this capacity the 
inspector will be required to maintain a general awareness of the range and quality of work within those 
institutions and to act as the first point of contact between the institutions and the education department.
8 S ubject to priorities determined by the chief inspector, to collaborate with school and college staff in the 
development of their educational work.’
The publication of the Audit Commission and a survey of advisory service by Stillman 
and Grant (1989), together with the passing of the Education Reform Act, resulted in many 
changes in LEA advisory services, which reformed in order to provide inspection on a larger 
scale than before or, in some cases, for the first time. As part of these changes, most services 
made statements of aims recorded in internal papers. A number of these were summed up in 
a set of aims by Dean (1992 p. 12)
1 To monitor, evaluate and report upon the quality of educational provision and the standards of learning 
and the implementation of local and national policy objectives.
2 To provide the LEA with the information and advice needed to shape policy.
3 To provide a coordinated programme of advice and support for all schools and other institutions,
particularly in the implementation of the National Curriculum and in the management of resources.
4 To promote the professional development of all teaching staff.
5 To promote curriculum development, particularly in those areas not covered by the National Curriculum.
6 To offer advice and guidance to governors and headteachers on teaching appointments.
7 To provide support and advice for the appraisal schemes of schools and colleges.
8 To develop the work of the service and the individuals within it.
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2 SURVEY OF RELEVANT LITERATURE
Findings of other studies referring to effectiveness
Effectiveness and advisers
There do not appear to be any studies which are directly concerned with effectiveness as an 
issue in the advisory service, but there are many studies and articles which are relevant to this. 
Rhodes (1981, p.l 15,203) wrote of effectiveness among HMI and said:
Given the role of the inspectorate as a body which is formally required to carry out inspections but 
functions in effect as a body of professional advisers based mainly in the field, it is particularly difficult 
to judge its effectiveness.
Rhodes suggested that one could say that the work of the inspectorate should be judged 
on whether the general standards and progress of education are satisfactory but he pointed out 
that there is no general agreement about standards. Much the same could be said about local 
authority advisers.
He noted that:
Inspection not linked to specific regulations but to a more general promotion of standards ... is not 
susceptible to accurate assessment. Success depends on a variety of factors, including the professional 
calibre of the advisers and the political and administrative context within which they operate. The 
judgement of what constitutes success is perhaps even more difficult to determine.
.. .One element which is missing in the present situation is a more precise and systematic attempt 
to evaluate the work of inspection and promotion.
The study which comes nearest to being a study of effectiveness is that by Winkley 
(1985) who studied the management styles of four different Local Education Authority 
(LEA) advisory teams, looking particularly at the integration of the advisory service into the 
overall organisation of the LEA, the level of influence it enjoyed at LEA level and the degree 
of autonomy it had. He concluded that the most effective team, which he calls Orpheus, was 
one with low influence at LEA level, but high integration and high autonomy. This team was 
very much school centred and placed emphasis on the teacher involvement, high valuing of 
mutual respect and good relationships, emphasis on school self-assessment, encouraging 
teachers to stand on their own feet, make their own decisions, chair their own meetings and 
so on. The evidence suggested that this group knew the schools and visited more comprehen­
sively than the advisers in the other authorities, were seen as more supportive and more 
competent by the teachers, who were more open to advisers and more prepared to accept 
advisers in a critical role. This authority had no chief inspector and advisers were left largely 
to their own devices, within general broad areas of policy.
21
By contrast, Zeus, a team which had its own chief inspector and was in a strong position 
managerially within the authority got into schools less often, had lower morale overall, had 
many schools which were scarcely known at all, were not very much involved in innovative 
activities, had less good INSET provision and were more critically viewed by teachers who 
felt that they had inadequate advisory support.
This is an interesting and somewhat disturbing conclusion in relation to the way in 
which advisory teams have developed since this study was undertaken. According to a survey 
by Dean (1991b) all authorities now have a chief adviser and as a result of the Education 
Reform Act which made much more specific demands on advisory services, they are much 
more organised. The day of the service left to its own devices is past so far as it is possible 
to tell.
What is not clear from Winkley’s study is the effectiveness of the teams in relation to 
the LEA itself, as distinct from the schools. It could be that teams which were less successful 
in schools were more successful in the office and with education committee members. There 
are also other possible reasons why the Orpheus team was more successful with the schools 
in addition to the levels of integration, influence and autonomy. The characteristics of the 
team members may have been important. There may have been natural leaders within the 
team who helped to develop a team culture and climate which placed emphasis on working 
with schools and on teacher autonomy. Team members may have experienced some training 
in their role - though this is probably unlikely given the period in which this study was 
undertaken. The particular organisation within the team in relation to specialist and general 
work may have affected what happened. They may have had a high ratio of advisers to 
schools. Undoubtedly the personality and views of the chief education officer in each case 
were relevant, particularly in teams without chief inspectors.
Dean (1984, p.9) gave a series of criteria for evaluating the work on an advisory team. 
They are as follows:
the quality of relationships which advisers establish in the schools, not only in the head’s room but also 
in the teaching areas;
the incidence of significant visits by advisers to schools;
the extent to which advisers stimulate and help the members of each school staff to attain their 
professional aspirations for the school;
the extent to which advisers help individual teachers to achieve their professional potential and 
aspirations;
the effectiveness of the advisers in making known the needs of the schools to the authority so that
appropriate resources are available, or so that the proper priorities are established;
the quality of the help given by advisers in those areas in which they have special expertise;
the extent to which advisers are able to give their specialist help within a general educational context;
the extent to which advisers are able to comment effectively on broad educational issues beyond their
special interests, and their ability to distinguish those topics on which specialist advice is necessary and
those on which it is not;
in general the extent to which advisers are fulfilling the teacher’s expectations o f them;
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Xthe extent to which advice given is seen to present a realistic target which is attainable by those schools 
in which it is given;
the extent to which the advisory team looks after its own staff development and is seen to operate by the 
principles it advocates;
the extent to which a climate of opinion is created which is favourable to the development of those 
curricula and methods which most clearly match the needs of the pupils for whom they are advocated.
Nixon and Rudduck (1992, pp.23,24) looked at the role of local authority advisers in 
inspection and at the criteria that six LEAs had developed to guide their teams in the 
inspection process. Their objective was to elicit the criteria for judgement which LEA  
advisers were using, to examine the ways in which the criteria were functioning within the 
inspection process and to consider whether these offered a coherent and consistent approach 
to local inspections.
They concluded that:
local inspection is concerned primarily with the exercise of professional judgement, not with the 
measurement of school performance against predetermined norms and standards; 
professional judgement may operate with reference to explicit criteria, but these cannot themselves 
define - or circumscribe - a process which necessarily includes a strong tacit or inferential element; 
that element is currently what gives to local inspection its diagnostic edge and helps define its functions 
in terms of school improvements as well as public accountability.
These conclusions do not fit well with the future proposals for inspection which rely 
to a large extent on measurement of school performance against predetermined norms and 
tend to dispense with the idea that those who know the schools locally are the people who 
can most effectively make judgements about them. Nixon and Rudduck express consider­
able doubt about what is proposed. They question the possibility that the same inspection can 
provide for both the head and the school as customers and at the same time the governors 
and parents. They suggest that this tests the traditional notion of partnership upon which 
advisers have previously relied.
The Audit Commission (1989, pp.l, 15) suggested that there should be much stronger 
management of advisory teams with chief inspectors having the management of the team as 
their main task.They are also critical of the amount of observation of teaching by local 
authority advisers:
Currently the amount of observation of teaching by inspectors and advisers is uneven and in some LEAs 
disturbingly small. Recording of observations and record-keeping are usually unsystematic. Advisory 
work is not as positively managed as it needs to be. Support (staff, equipment and accommodation) for 
inspection and advisory services is often not matched to the tasks to be discharged.
They note that time spent observing teaching varied from 3% to over 60%. The average 
time advisers spent on inspection at the time of the report was 22%.
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They listed the following matters for concern:
poorly defined purposes and weak links with LEA priorities;
lack of leadership and advisory service management, leaving advisers working in isolation, both from
their colleagues and from the general purposes of the LEA;
lack of leadership of advisory teachers by inspectors and advisers;
inadequate monitoring with poor documentation
Bolam (1973) studied what happened to probationer teachers. He found that 33% of 
primary and 42% of secondary probationers responding to his study claimed that they had not 
been visited by an adviser during their first year. Advisers had responsibility for writing 
reports on probationers in 80% of LEAs and final responsibility for recommending the 
satisfactory completion of probation in 54% of LEAs. Sixty five per cent of probationers at 
the end of their first year did not know in what way their progress was being assessed and to 
whom and in what form their assessment would be reported. Only 22% had discussed their 
progress with an adviser.
Bolam et al (1978, p.73) studied the innovatory work of the advisory service. They 
reported an adviser as commenting:
I have to spend a disproportionate amount of time on probationers because I have so many. More time 
should be given to the cumulative evaluation of experienced staff - but not at the expense of the 
probationers, until there are other staff with time to devote to them.
They also noted and supported the common complaint of advisers about lack of clerical 
and other support in the office.
The study concluded that advisers adopted trainer, defender and conveyer roles in 
relation to educational innovation but rarely adopted consultancy roles. Their roles as trainers 
were largely on a multi-school basis and more emphasis was needed on follow up if they were 
to function effectively. They tended to start off innovations and then step back. Monitoring 
procedures were unsystematic and they tended to adopt certain schools and spend more time 
in them than others.
Her Majesty’s Inspectorate (HMI) (1988, pp.36 - 38), looking at the implementation of 
the Local Authority Training Grant Scheme (LEATGS) found that almost 90% of LEA  
provided in-service (INSET) sessions were judged to be satisfactory or better. The main 
weakness was the lack of follow up to provision. On the other hand:
there was a high regard for the contribution of advisory staff in the follow up to INSET. Teachers 
invariably reported that INSET had given them greater confidence to broaden their teaching approaches, 
to introduce new material and to work more closely with colleagues.
It was not only course-based INSET that was reported to have affected teaching and learning: 
visits by teachers to other schools; the support in the classroom of an adviser, colleague or advisory 
teacher; or cooperation with other schools were all considered by the schools to be important influences 
on classroom practice.
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Of the forty three lessons observed where teaching and learning had been influenced by INSET, 
two thirds were judged to be of good quality and one sixth of outstanding quality. None of the remaining 
lessons were less than satisfactory.
Davies and Lyons (1976, p.9 and 1977) wrote of the clients of an advisory team and 
provided a framework of criteria for analysis of effectiveness. The articles also included an 
analysis of how well advisory teams met the criteria. The criteria included the following:
the ability of the team to identify, interpret and respond to pressures from clients, including the local 
education authority;
the existence of team goals and objectives stated as a phased development plan with defined objectives; 
the development of a repertoire of roles to build fruitful and appropriate helping relationships with 
clients;
the integration of adviser effort into an effective team, and the creation of a favourable organisational
climate in the team;
the adequacy of support services;
continued investment in the growth potential of the team, through a comprehensive framework of staff 
development.
Each of these criteria was accompanied by a set of questions which a team might use 
to assess its own effectiveness. There was also a set of comments about how well - or more 
generally - how badly, advisory teams measured up against these criteria. The evidence for 
this was not given, although the implication was that it was the authors’ experience.
Pearce (1986, p.204) suggested that the effectiveness of an advisory service might be 
judged in four ways:
the degree of change over time in the quality of children’s learning;
the rate at which objectionable classroom practice disappears;
the depth and quality of teachers’ own engagement in the evolution of LEA policy;
the level of awareness among teachers that the LEA is an agency with a positive interest in educational
quality.
Humble (1989) looked at the support given to probationary teachers in a London 
borough. This was part of the work of advisers and his findings suggest that in his authority, 
the advisory service was not being very effective so far as this group of teachers was 
concerned. He surveyed all secondary school probationers by questionnaire and found that 
87% had not been visited by the inspector for their subject and that 44% did not know their 
subject adviser. Thirty one per cent also said they had not met the school’s attached adviser. 
On the other hand 38% were impressed with the support they had received from the LEA, 
while 13% said they had received virtually no support. It is interesting to compare these 
findings with the much wider survey by Bolam described above.(cf. p.23)
There is, however, much in this study which could be criticised. There is no statement 
of research questions or hypothesis. The questionnaire tends to ask several questions at once
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and there is no indication aboiit how it was compiled. Two questionnaires were sent out, one 
at the beginning of the year and one later, but as different people replied to the later one very 
little can reasonably be deduced about the way in which views had changed over the course 
. of the year. The authority is a very small one and not very typical, in that it still has selection 
at eleven, but there is no discussion of this. There are also unsupported statements. For 
example, the writer concludes that the age level of probationers has risen, not on the basis of 
his study or any research into this subject, but because the government has been encouraging 
business men and women back to the classroom and attempting to draw on the pool of inactive 
teachers.
Stillman and Grant (1989, p. 192) noted that their case studies suggested that advisers 
were ‘vastly overworked’. This must reflect upon the effectiveness with which they are able 
to work.
The effectiveness of advisory teachers
Advisory teachers are part of the advisory service but tend to work in rather different roles. 
Harland (1990, p.5) studied a group of advisory teachers in three local authorities and stressed 
that there was a good deal of variety in the tasks which they undertook. They fell into six 
categories:
class teacher trainer - promotes teacher and curriculum development by working alongside teachers in
their classroom;
presenter - runs INSET sessions and workshops for teachers;
researcher - surveys practice in schools in areas of curriculum or management;
developer - of curriculum or related activities;
coordinator of teams o f advisory teachers;
administrator for a specific task e.g. teaching requirements for GCSE.
The advisory teachers he studied nevertheless felt that there was a lack of a clear brief 
for their work and that even fairly basic requirements, such as desks and telephones were not 
properly organised when they were appointed. He raised the issue of how much autonomy 
should be given to advisory teachers and whether the fact that most of them are answerable 
to inspectors or advisers is the best way to organise them. Dean (199 lb) found that some 30% 
of authorities had appointed a senior adviser to be in charge of advisory teachers overall and 
4% had appointed a senior advisory teacher to take charge. This still required the advisory 
teacher to work closely with the inspector or adviser responsible for his or her specialism.
Harland also found that advisory teachers felt that they did not have sufficient contact 
with the rest of the advisory service. There was something of a transfer of functions taking 
place. As advisers became more involved in the inspection process and therefore had less time 
to work with classroom teachers this function was gradually being taken over by advisory 
teachers.
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often about creating new norms of practice within the host classrooms and schools. This is not an easy 
thing to do since all practice is nested within a matrix of assumptions about such things as the nature of 
knowledge, how children learn, what teaching involves and so on.... What teachers do about learning 
in the classroom seems to be a function of what they think about learning in the classroom. ... 
Consequendy any work with teachers directed towards transformatory learning may involve helping the 
class teacher to:
explore, clarify and “make sense” of existing practices and value systems (otherwise the limita­
tions of these may not be realised);
replace the set of understandings or meanings which underpin existing practices with a new set 
of understandings or meanings which can guide the development of new practices; 
try out and become confident in new practices (and the concomitant value systems)
Biott also found that advisory teachers had problems because there was no clearly 
defined career structure and that there were problems for them in returning to work in 
schools. (cf.Haxland.p .26)
Newhofer et al (1992, p.68) suggested that there were 4 crucial contributions an 
advisory teacher can make:
to facilitate teachers’ learning from one another’s theories and practices - through meetings, courses, 
networks, visiting, cooperative projects and so on;
to facilitate teachers’ learning from pupils about how the curriculum is experienced - through leading 
sessions with pupils so that their perceptions can be matched against teachers’ and through sharing 
teaching, research enquiry, interviewing and so on; 
to help teachers publish statements about their work;
to enable teachers to help determine policy - inviting teachers, or recommending that they be invited, onto 
the outside so that correspondence is achieved between what is stated about the curriculum and what 
actually happens within it
Lofthouse (1987) described how there was an influx of advisory teachers from 
Government initiated Education Support Grants (ESGs) in the late 1980s. Advisory teachers 
were appointed particularly for science, mathematics and information technology.
Lofthouse was writing in 1987, when this development was very new and she suggested 
that the breadth of experience of those being appointed was likely to be limited since they were 
recruited simply on the basis of being good classroom teachers. She also noted that some local 
education authorities were not as well prepared for this influx as others and schools did not 
always have a clear idea of what the advisory teachers were to do or whether they were 
inspectors in disguise. She suggested that there should be a post of curriculum advisory 
inspector for primary schools who would be recruited from primary school headteachers and 
would undertake curriculum development in a group of schools but would not be buried under 
the multitude of other tasks which beset existing advisers. In the event some authorities 
recruited advisory headteachers with this type of role (e.g.Surrey, Berkshire)
Biott (ed) (1991, p.88) found that advisory teachers typically spent 40% of the week
in classrooms. He noted that advisory teachers’ work was:
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HMI (1988, p. 12) described advisory teachers as:
highly motivated, hard working and in some cases, inspirational in their teaching and support of schools. 
This role requires tact and diplomacy as well as a thorough knowledge of the field; all these qualities were 
apparent Schools visited by HMI had a high regard for the contribution of advisory teachers in the 
provision of INSET and more particularly in the follow up to a wide range of provision.
Stillman and Grant (1989, pp.89,90) noted that there was a broadening in the role of 
advisory teachers and recorded the following comments from chief advisers:
Advisory teachers have had to become more autonomous in areas where there are no advisers.
Their role has become more important as Soulbury advisers have less time.
They are being drawn into appointments.
They are more involved in trouble-shooting.
There is a tendency to move away from classroom-based work into INSET and advisory work.
In future the role will be broadened possibly to include (responsibility for) probationers and evaluation 
with closer management.
The use of advisory teachers is moving advisers to more generalist role,
Harland (1990, p.44,45) noted that the advisory teachers in his study appear to have 
offered in-service activities which produced numerous positive effects in classrooms and 
which were widely appreciated. They were seen as valuable in spreading ideas gleaned from 
other schools.
The advisory teachers in Harland’s study had 4 concerns about strategies for ensuring 
long term effects:
The problem of sustaining developments after they had left the school. Planned review visits were often 
a casualty of pressures. There was a need for work on planning how the school could support follow up. 
The need to provide for continuity of advisory teacher contacts and developments. Advisory teachers 
might form good relationships with a school but had difficulty in maintaining them and were concerned 
about what happened when they left.
The need to ensure that the impact of an advisory teacher’s input was spread and embedded across several 
staff. This was more likely to continue if several staff had been involved.
The need to sequence and coordinate participation in in-service activities in order that teachers 
experienced them as a coherent provision.
He cited the problem of the appointment of advisory teachers and the extent to which 
they should be appointed on secondment for a period of one, two or three years or 
permanently. Seconded teachers were regarded as being effective partly because teachers 
were more likely to give credibility to someone who had recently been a full time practitioner 
and they brought a variety of fresh experience to the school. The experience of being an 
advisory teacher was also good for the development of the individuals concerned. However, 
there appeared to be a problem of re-entry, with advisory teachers finding difficulty in getting 
promotion within the school system and a concern on their part that the new skills they had 
developed would not be used.
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Harland (1990) gave a list of some of the factors which affected the extent to which an 
advisory teacher could be effective. These included the enthusiasm and skills of the advisory 
teacher, his or her credibility as a recent practitioner and the reputation which he or she had 
built up. Effective management of advisory teacher teams and the length and frequency of 
their inputs in a school were also important. They needed the capacity to sustain in-service 
support and curriculum development and an ability to identify and diagnose needs. It was 
likely that their work would be more effective if they had the chance to talk to teachers in some 
depth before and after any work in the classroom.
Matthews (1990) studied the work of advisory teachers, whom he saw primarily as 
change agents achieving change both through their work in the classroom and through in- 
service work both school-focused and more general. He used questionnaires and then 
interviewed very small groups of inspectors and advisory teachers and surveyed the views of 
headteachers probably within one borough authority although this is not stated. His findings, 
though interesting, are of value only as statements made by individuals, because of the small 
size of samples and because he gives no information about how the samples were selected. 
The results are also set out in tables which are unexplained and are not clear to the reader as 
they stand. There are, nevertheless, many interesting points made and some are confirmed by 
other studies (e.g. Harland 1990).
He found that among the advisory teachers, only a few thought that their previous 
experience had equipped them as change agents. They tended to rely too much on the opinions 
of senior management in schools as a means of assessing the needs of teachers for in-service 
work and support and few used evidence which might be gained from observing teachers and 
talking with pupils. He was conscious that the organisation of any school, its climate and 
culture affected the ability of teachers to take from any training opportunities offered but 
found that the sample of advisory teachers were not aware of this. Few of them appeared to 
have a clear rationale for their ways of working. He found that the predominant model for 
working with teachers was that of ‘collaborative control’ in which teacher and advisory 
teacher shared the class. Advisory teachers tended not to consider a variety of ways of 
working and select those which seemed appropriate for the task in hand. They also used a very 
limited range of methods used for evaluating their work, mainly talking with the teacher and 
questioning the children or giving them questionnaires.
There was also concern and critical comment from headteachers about the advisory 
teachers’ lack of information about current developments both within the LEA and else­
where. This confirmed the finding of Harland (1990) that advisory teachers found commu­
nication within the LEA a problem.
Straker (1988, pp.379,381) found advisory teachers concerned about their future
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prospects and also about the fact that there was no way of measuring success in the work they 
were doing. However, this came from a very small sample of 3 teachers. One of the 3 who 
had undertaken intensive work in a small number of schools made the following statement:
I think that we have had a great influence in the schools we have worked in. The teachers and the heads 
have told us so. Our range of schools has been restricted and there has been no determined effort to widen 
the range. I do think we have had to work hard to earn credibility and win the confidence of teachers.
He went on to describe the project being undertaken and the outcomes. There was a 
general feeling among the teachers and headteachers involved in the project that it had been 
successful. This was summed up by one middle school headteacher as follows:
The catalytic effect of the project has been valuable. Teachers are now beginning to change styles. It’s 
a slow process but, nevertheless, things are moving and there is no doubt that this is due to this project. 
The mode of operating is ideal and the work in maths has now expanded beyond their (advisory teachers) 
immediate input.
Whitaker (1990a, p.3) reported on a survey of the work of advisory teachers made by 
the Centre for Adviser and Inspector Development (CAID). The findings were as follows:
Advisory teachers bring relevant, recent and successful classroom experience to their work. This gives 
them a high level of credibility with teachers;
They have been recruited for their high quality classroom skills and experience;
They are more able than advisers and inspectors to spend time with individual teachers, helping them 
to reflect on their experience and build classroom practice in significant ways;
They are the nearest the education service comes to providing a genuine consultancy service. They have 
more time available for this process than advisers and inspectors and less vested interest in the outcomes; 
They are less identified with the LEA’s central bureaucracy and decision-making processes than advisers 
and inspectors;
Where they work with a special group of schools they have the capacity to become more ‘insider’ 
oriented and this helps to bring trust and acceptance;
They are often safety valves, confidants and counsellors;
They are spreaders of good practice, being able to transfer good practice from one classroom to another; 
They are conduits and catalysts for new ideas. Each advisory teachers is a personal database of ideas and 
practices;
They help teachers directly by working alongside them. This is particularly important where new 
approaches are being implemented and early teething troubles can cause frustration and despair.
Whitaker (1990a) suggested that advisory teachers were likely to take on some of the 
work which advisers, in changing their role, no longer had time to do. In particular they were 
likely to be more involved in curriculum development and in-service work. This might be 
deliberate and planned or it might lead to role confusion.
Stillman and Grant (1989) found that there were 3000 advisory teachers in post (p.39) 
and that the number was still growing. Dean (199 lb) surveying the scene two years later found 
that the number was more than 4087, but that in many authorities financial stringencies were 
leading to cuts in numbers. (The difference in numbers may be partly accounted for by the
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fact that Stillman and Grant’s study had a return of 55% compared with a return of 86% for 
Dean’s study.) This study listed the specialisms held by advisory teachers and found that 
while the majority were appointed to deal with the foundation subjects of the National 
Curriculum, there were altogether some 93 different specialisms.
Effectiveness in schools
Recent years have seen considerable work both here in defining the characteristics of an 
effective school, for example, Bennett et al, (1976), Galton et al, (1980a and 1980b), Rutter 
et al, (1979); Mortimore et al, (1988); Alexander et al, (1989) and in America, Denham and 
Lieberman, (1980); Little, (1982); Clark and McCarthy, (1983); Purkey and Smith, (1985); 
Witto and Walsh, (1990); Fullan and Stiegelbauer, (1991) and many others. This has 
relevance for the advisory service in two ways. If the service is to be effective, it must aim 
to help schools to become effective. It is therefore important for advisers to be aware of what 
is known about effectiveness and schools. It is also probable that much that applies to schools 
in terms of effectiveness, also applies to advisory services.
Much work in the last 20 years, notably that of Rutter et al (1979) and Mortimore et 
al (1988) in this country and many writers in the America, has demonstrated that school 
makes a difference and that children of similar background and ability achieve differently 
according to the school that they attend.
Purkey and Smith (1985, pp.358,359,263) noted that research into school effectiveness 
had changed from a study of quantitative measures such as class size to qualitative studies of 
processes, from large scale surveys to in-depth observations and interviews in a smaller 
number of schools. In a review of research they list the following as factors which have been 
found to be characteristic of effective schools:
school site management and democratic decision making;
leadership;
staff stability;
curriculum articulation and organisation; 
staff development; 
parental involvement and support; 
schoolwide recognition of academic success; 
maximised learning time; 
district support;
collaborative planning and collegial relationships; 
clear goals and high expectations commonly shared; 
order and discipline.
They made the point which was highly relevant for advisory teams that if people were 
to change, they must be genuinely involved in making the decisions concerning the changes. 
If people were to be accountable for change and for the outcomes of change, they must 
participate in designing and implementing the changes.
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They stressed that the school was the focus of change and that changes in other parts 
of the education service must be evaluated in the light of their influence on the culture and 
climate of the school.
They suggested that influencing part of the school was not sufficient. There must be 
influence on the whole school culture if effectiveness was to be increased. They noted that:
visible support from the district office, material and moral, is essential to the school improvement 
process. Teachers and principals are unlikely to put forth the effort required to change established 
patterns o f practice unless they feel recognised, supported and rewarded by the district administration.
Reid et al (1987) in the preface to their book Towards the effective school made the 
following statement:
Literature is in agreement that positive features of effective schools are to do with process-type 
manifestations of schooling such as strong leadership, high expectations, a clear set of goals, school-wide 
staff training and efficient systems for monitoring pupils, rather than extraneous aspects like the age of 
the school buildings and teachers’ salaries.
Literature also agrees that all these factors are amenable to alteration by concerted action on the 
part of the school staff.
This statement could equally well apply to advisory services who also need strong 
leadership, high expectations, a clear set of goals, good training and effective systems for 
monitoring schools.
Virtually all studies of effectiveness stress the importance of leadership. The head of 
a school is in a key position regarding the effectiveness of the school. Advisers need to be 
aware of this in working with headteachers. Much that is said about effective headteachers 
also applies to chief advisers who are in a very similar role. Purkey and Smith (1985, p.370) 
noted than in a secondary school curricular leadership also comes from heads of department. 
They also noted that effective leaders:
encourage individuals to find better ways of doing things,... get increasing numbers of people involved 
in making change happen and... promote collaborative teams that serve as vehicles for reform.
Finlayson (1973) described a study which produced behaviour scales for for headteach­
ers and heads of department which listed among other things problem orientation, profes­
sional and personal concern for staff, openness and friendliness. All of these might well be 
applied to the behaviour of chief advisers and senior members of the advisory team.
Mortimore and his colleagues (1988) studied fifty inner London schools with juniors 
on roll. They found that the headteacher’s time in the present post was important. The most 
effective heads appeared to have been in post between three and eleven years. Change or 
instability in the management structure of the school was negatively associated with pupils’
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progress and development. Where the head gave positive leadership in curriculum matters by 
attempting to influence teachers this affected children’sprogress positively. The involvement 
of the deputy head and teaching staff in decision-making was another important characteristic 
of effective leadership by the head.
Reid et al (1987) also reviewed researches about the effective headteacher or principal 
and found that he or she set a strong managerial example, recruited his or her own staff, was 
fully supportive of teachers, provided a structure in which teachers couldfunction effectively, 
achieved high levels of parent contact, created a good balance between strong leadership and 
autonomy for teachers, gave strong instructional leadership and was a firm disciplinarian .
Brass (1986, p.198,199) stressed the need for leaders to know the processes for 
changing instructional behaviour. The article referred to principals of schools and other 
school leaders but was equally applicable to advisers. The article described a project known 
as EffectiveTeaching and Supervision of Instruction (ETSI). The intent was ‘to move schools 
towards a professional development plan for their supervisors of instruction and their teachers 
that will provide training for the entire staff over a period of years’. It was based on the view 
that teaching was a performance behaviour which could best be improved through an analysis 
of that behaviour and the emphasis was on developing instructional leaders in individual 
schools.The programme included the following factors:
the principal is schooled in the knowledge of effective teaching skills;
instructional leaders other than the principal are identified and trained;
the programme includes presentation of theory, demonstration,practice and feedback and coaching;
the instructional program(me) links new knowledge and skills to teachers’ prior experiences;
teacher-administrator (manager) harmony is developed through joint participation in the program(me)s
Purkey and Smith (1985) set out guidelines for the local superintendent which have 
some relevance for local advisory teams as they are at present. It remains to be seen whether 
the points they make will be relevant in the future. If they are not this would suggest a 
weakness in the system if these writers are correct in their diagnosis. They suggested that there 
were four key tasks for someone in the role of superintendent. These were to establish 
guidelines for school improvement; specify goals after getting input from relevant parties; 
ensure that a school improvement plan had been designed and implemented and prescribe a 
timeline for the project, although they recognised that the timing would vary from school to 
school. It could be argued that the making of school development plans already goes some 
way towards this. Advisory teams also need development plans.
District staff also needed to be involved in negotiation and consultation about plans and 
ensure accountability. Purkey and Smith suggested that the community should be involved 
in the process of making goals at the school level. In addition schools must have some means
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of measuring change and evaluating how far they have come. The choice of evaluation tools 
should affect the original choice of goals.
They also suggested that that staff development should come through working together 
to make the school more effective rather than through a deficit model of staff development. 
There should also be access to curriculum specialists and consultants.
Clark and McCarthy (1983, p. 17) described the work on school improvement in New 
York. This was of interest in that it described work very much like that of advisers, particularly 
that of the advisory team who undertook the Leeds study reported in Alexander, Willcocks 
and Kinder (1989). The New York study was based on six factors which research has shown 
to characterise effective schools:
strong administrative leadership (in American terms this refers to management by the head of the 
school);
orderly school climate; 
emphasis on basic skills acquisition; 
high expectations for student achievement; 
monitoring of student progress.
The experience of this program(me) reinforced the view that principals were not 
prepared for the content and process of change of their expected roles in instructional 
leadership.
This approach contrasts with the Leeds School Improvement Project (Alexander et al, 
1989) where the work was apparently less based on theory about effective schools and more 
concerned with effectiveness as viewed by the local advisory team. The funding of this project 
appears to have been generous and an individual known as a ‘liaison’ was allocated to every 
school in the first cohort. Later the liaison was expected to take on two and then three schools. 
This post would seem to be something like that of an advisory teacher with responsibility to 
get the project work off the ground in each school, helping schools to identify their needs and 
build school development plans to meet five factors of effectiveness. There was emphasis on 
the need to build trust in the liaison in each case and this was also something emphasised by 
respondents to the initial survey in this study.
The most successful aspect of this study appears to have been in the development of 
reading, where the project schools had done substantially better than those in the rest of the 
city. Unfortunately the writers stated that it was not possible to discover whether the 
improvement was significant which seems strange in aproject of this importance. The writers 
of the report were critical of the work that was done in that they felt it was not sufficiently 
focussed to be effective.
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of the sample. The six schools chosen included three primary and three secondary, each with 
a different pattern of success as measured by local testing and teacher involvement in in- 
service education. Every school was therefore different and a different sample might have 
produced different results.
This study had a political importance out of proportion to its size. It was seized on by 
politicians as evidence that what are sometimes called ‘progressive primary methods’ do not 
work and the implication was that advisers had been leading schools in the wrong direction. 
It could be that the decision to privatise the inspection system and to do this by cutting down 
the local advisory service was related to the way this study was viewed. It was significant that 
the one of the writers of this report became one of the ‘3 wise men’ who produced a report 
on primary education for the Department of Education and Science (1992) which was 
intended by the politicians and interpreted by the press as suggesting that we turn back the 
clock in primary education but which actually said that teachers should match method to 
children and purpose.
Murphy et al (1985, p.364) looked at the various characteristics of effective schools 
with a view to discovering which ones were invariably present and which were present in 
some schools but not others. Their sample consisted of 9 schools with varied backgrounds. 
They concluded that all effective schools had what is called by some researchers ‘a tightly 
coupled curriculum’ by which they meant a curriculum in which the curricular materials 
employed, the instructional approaches used and the assessment instruments selected were 
all tightly aligned with the basic learning objectives for the students . They may also be 
characterised by opportunity to learn which was described as ‘allocated and engaged time, 
content covered and success rate! There was tight monitoring of individual student work and 
a climate of high expectation, but this might come from staff or parents. In fact a major finding 
was that different effective schools have different combinations of the characteristics of 
effective schools. This article does not give enough information about the study concerned 
to be able to judge its validity. The sample was a comparatively small one and the method of 
selection was not clearly described. There was also no account of the methodology by which 
the conclusions were reached.
Pink (1984) made the point that much of the effective schools’ literature omits to 
consider the effect on students of the way the school treats them. Teachers tended to separate 
students at an early stage into those who were academically successful and those who were 
not and they tended to be treated accordingly, often being placed in ability groups from which 
there was little movement. This limited not only their likelihood of succeeding in school but 
also their life chances. As a result some began to reject the values of the school and become 
troublesome. If unsuccessful schools were to become successful it was essential that they took
35
this problem into consideration. Similar points were made by Hargreaves (1982).
Reid et al (1987) made the point that the effective school was one which used reflection 
for a purpose. Advisers too need to be reflective about their work.
Rutter and his colleagues (1979) looked at twelve secondary schools in inner London 
chosen mainly because many of their children had been part of a survey in the contributory 
primary schools and this gave information about what they were like immediately prior to 
transfer. The criteria by which they made judgements of schools involved measures of the 
individual characteristics of pupils entering the schools; the social organisation of schools and 
the types of environments for learning which they provided for pupils; the outcomes of 
schooling for these pupils, which included the children’s behaviour in school, attendance, 
examination success, employment and delinquency. Their findings about effective schools 
suggest that there was a difference between the performance of pupils in the different schools 
which persisted after social differences had been accounted for. The style and quality of life 
at school affected children’s behaviour. All actions which showed pupils that they were to be 
trusted to behave in a mature manner were likely to encourage pupils to fulfil those 
expectations e.g. giving responsibilities, expecting pupils to look after their own resources 
and so on. Pupils were more likely to accept school norms when there were shared activities 
between staff and pupils, pupil positions of responsibility within the school system and 
success and achievement. Pupil outcomes tended to be better where the schools provided 
pleasant working conditions. Behaviour was better where teachers were readily available to 
be consulted about problems. Outcomes tended to be less good for all pupils if the school had 
a high proportion of less able children.
Mortimore etal (1988) found that juniors only schools were less likely to be associated 
with higher levels of progress than those which catered for pupils from five to eleven. The 
physical environment of the building was related positively to children’s progress in writing. 
There was a positive impact where teachers were encouraged to go on courses for a good 
reason. There was a negative finding where teachers were encouraged to go on any course. 
Where heads said they laid particular emphasis on basic skills, the impact on pupils’ progress 
was negative. Where punishment rather than reward was emphasised pupils’ progress tended 
to be inhibited. Where the emphasis was on rewards the effect was positive. The use of stars 
and certificates was particularly beneficial. Parental involvement in the classroom, other 
kinds of parental assistance, progress meetings with parents to discuss their children’s work 
all had a positive effect.
Reid etal (1987) listed research findings which were associated with effective teaching 
in the classroom. They included positive leadership from a group of teachers that included 
sharing responsibility for decision-making and implementation; teacher accountability for
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student performance and the provision of accurate information on that performance; on-going 
in-service training related to the instructional programme; in-service programmes on topics 
determined by teachers, together with frequent informal consultations among teachers in 
implementing reading programmes; teachers’ strong sense of efficacy and high expectations 
for students; teacher flexibility in modifying and adapting instructional approaches; reduced 
teacher-pupil ratios; cohesiveness amongst teachers; demonstrated concern for individual 
and group student welfare and positive teacher expectations for all pupils.
Witto and Walsh (1990) described a large scale research on effective schools in the 
schools of Milwaukee. The achievement measures involved standardised test data in 
mathematics and reading and the major instrument used was a substantial postal survey of 
teachers asking for their view of key measures of the school environment. The study also 
included an analysis of the effects of parental involvement and variation in teacher involve­
ment in key decision-making. The idea behind the research was to see if the findings of the 
many smaller studies of effectiveness would be supported in a much larger study.
In the event there were many problems and the results led the researchers to question 
whether the attempts that were being made to use the results of research into effectiveness 
were likely to give results in the classroom. Their main findings were that the location of the 
school and its student population very much affected the outcome. In particular they found 
that magnet schools had good results but they questioned the effect that the existence of these 
schools had on other schools. They also found that parental involvement had a positive effect 
on student achievement.and that teacher involvement in decision making was also signifi­
cant.
The size and scope of this study meant that there was less opportunity for the kind of 
detailed investigation of the much smaller samples of schools given in the work of Rutter and 
Mortimore where it was possible to look at a larger number of variables and in particular to 
study what went on in classrooms.
Purkey and Smith (1985, p.354) also make the following point which is extremely 
relevant to advisory staff at the present time:
How can teachers and school administrators (headteachers and other senior staff) be invested with a
feeling of'ownership' and commitment to mandates for school improvement that originate outside of the
school?
They suggested that effective change was more likely to be achieved by ‘bottom up’ 
reforms than by those coming from the top down.
Department of Education and Science (DES) Circular 7/88 stated that LEAs would 
need to develop performance indicators for the financial and wider management functions of 
governing bodies based on indicators used by the schools themselves.
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The Chartered Institute of Public Finance and Accountancy (CIPFA) (1988, p.4) 
outlined a context for performance indicators for schools which local authorities could use 
in making judgements. They suggested that these would have to be:
related to the schools own aims and objectives;
reliable as far as possible and able to be standardised;
as few as are needed to achieve their purpose;
as acceptable as possible to those who use them;
capable of conveying messages and throwing up warning signs.
Broomhead (1982, pp. 15 - 17) suggested that performance indicators could be:
general descriptions in narrative or report form; 
ratings based on judgemental scales; 
comparisons of achievements against time;
ratios relating inputs to outputs or present performance to an index of past performance; 
direct counts of financial expenditure.
He saw performance indicators in the context of the management of performance where 
the broad objectives were to:
provide an objective, fair and equitable performance appraisal for all employees;
establish a clear understanding of the results expected, measurement criteria, measurement standards,
goals and performance levels expected for all jobs in the organisation;
provide accurate,objective and timely feedback to employees about performance on the job;
permit employee participation in setting goals and review of performance.
Arnold and Carter (1990, pp.4 - 21) surveyed what a number of different LEAs were 
doing about performance indicators. The overall list included the following:
Staff participation in INSET; pupil participation in work experience; community links; pupil achieve­
ment; staying on rate; parental involvement; pupils’ attitudes; continuity, progression, equal opportu­
nities; examination results; attendance; pupil behaviour; entry into further education and employment; 
financial management; school management; management of learning; ratio of teaching to ancillary staff; 
average time posts are vacant; percentage of teaching staff absent through illness; number and length of 
staff meetings; senior management team meetings; governors’ meetings; number of parents’ meetings; 
attendance as proportion of possible attendance; number of school activities e.g. concerts and sports* 
days; number of adults given access to lessons as proportion of pupils on roll; resources; buildings and 
grounds; costs per pupil; school development plans; qualifications of staff; deployment of non-teaching 
staff; pupils’ engagement in the learning process; evidence of understanding.
The role and function of the advisory service
The advisory service for the purpose of this study is defined as including inspectors, advisers 
and advisory teachers whatever their particular title. The roles of these officers will vary from 
one authority to another but there is much in common. A paper by the National Association 
of Inspectors and Educational Advisers (NAIEA) (1988, p.l) published at the time of the
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Education Reform Act listed the following as the major activities which advisory services 
would be required to perform under the new legislation:
inspection in all its forms;
management, development and evaluation of the Grant Related In-Service Training (GRIST) and 
Education Support Grant (ESG) programmes;
curriculum support and development, particularly for provision within the National Curriculum; 
management of programmes for the development of appraisal for headteachers and other staff; 
development, organisation and moderation of national assessment systems;
management of staff in relation to curriculum planning, resources management, financial personnel
duties, management of change;
training of governors and advice to governing bodies;
Rhodes (1981) suggested that the major difference betweenLEA advisers andHMI was 
that the former were responsible for the schools they inspected and advised. However, he felt 
that there was an overlap. Teachers saw HMI as clearly independent of the LEA and they saw 
them less frequently than LEA advisers. They saw their advice as being objective whereas 
there was a suspicion that a teacher’s response to the advice offered by the LEA adviser might 
affect his chances of promotion. LEA advisers had to deal with local problems such as 
complaints by parents, poor staff relationships or inadequate headteachers.
Kogan (1974, p.2) suggested that an important characteristic of advice given by 
advisers, was that teachers, as professionals receiving advice from another group of 
professionals, could take it or leave it. The same was true of in-service education. Advice, 
nevertheless, while having no prescriptive authority, was likely to be influential.
He defined as an inspector, ‘someone who has authority and is accountable for the 
assessment of performance on behalf of some management or authority system’. He cited the 
judgements made about probationary teachers and teachers who were candidates for 
promotion as examples of activity in the inspectorial role which had a prescriptive element 
which was absent from the advisory role. He also noted that there was an administrative 
function and he questioned whether it was possible for one and the same person to carry out 
all 3 roles. However, he suggested that to double the numbers and separate the roles would 
not be feasible and that the only thing to do was to recognise the ambiguities.
Nash (1989, p.8) pointed out that ‘no one knew which side advisory staff are on.’ Were 
they the foot soldiers of the local education authority and educational policy makers or 
‘messengers of woe from under-resourced schools?’ This has been a problem for advisory 
staffs for almost as long as they have existed.
The Taylor report (1977, p.57) made the following statement about advisers:
The purpose of the advisory service is to promote high standards of performance by teachers and of 
attainment by pupils both in basic skills and studies and in education in its wider sense. This purpose is 
principally achieved through the provision of advice based on a wide experience and knowledge, to head 
and other teachers and by reference to example to show where and how high standards are achieved and 
maintained.
39
Lavelle (1984) in a discussion of the role of consultancy in organisation development, 
suggested that advisers could not be consultants. The adviser operated as an agent of 
curriculum development. The consultant’s role was client-initiated and the relationship was 
a temporary one and task specific. It was entirely advisory and there was no administrative 
relationship. The present study suggests that schools would like the advisory service to be 
more of a consultancy service. This means a considerable change in the way advisory services 
have been operating.
Mason (1991, p.9) by contrast, described how Northamptonshire was developing a 
consultancy approach based on two specially formed management consultancy teams. The 
teams were formed to include complementary expertise and included 3 members, a general 
inspector, a seconded headteacher and a deputy head/senior teacher. The teams were specially 
trained in consultancy before commencing work. They then offered schools their services to 
help them to deal with issues identified by each institution. Mason suggested that ‘the 
secondment of inspectors to such an advisory/consultancy function has the attraction of 
providing schools with support based upon a secure partnership with the LEA but separated 
from the processes of inspection and accountability.’
Stillman and Grant (1989) studied the current state of advisory services across the 
country obtaining replies from 55.1% of advisers. At that stage there were 101 advisers per 
1000 schools, on average 10.1 schools per adviser. There were, however, enormous differ­
ences between the staffing of different authorities ranging from244 advisers per 1000 schools 
(4.1 schools per adviser) to 36 advisers per 100/schools (27.8 schools per adviser). The ratios 
for advisory teachers were similar. They found that ratios were considerably more favourable 
in metropolitan boroughs than in counties.
Only 16.5% of advisers described themselves as subject specialists solely; 6.4% 
described themselves as ‘pure’ phase specialists and 3.6% as solely general advisers. Pastoral 
responsibilities were held by 67.8% each of whom had responsibility for a group of schools.
Nebesnuick (1991) looked at advisory services after the Education Reform Act. During 
the period between 1988 and mid 1990 advisory services had increased by 20%. Eighty four 
per cent of those surveyed (53 authorities) had reorganised their teams. This was more true 
for those authorities south of a line from the Wash to the Bristol Channel. There was a change 
from a ‘flatarchy ’ to a hierarchy in many authorities, an increase in link advisers, a shift from 
specialist to general work, a move to an area basis for work with area team leaders, some 
increase in primary teams and post sixteen teams, increased emphasis on monitoring and 
inspection and the inclusion of some officers in the monitoring teams, an extension of subject 
coverage to include all National Cuniculum subjects and the work had become more 
structured with more systematic information gathering.
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McQuarrie and Wood (1992, p.92) wrote about the supervision of teachers in North 
America, a task which appeared to have much in common with the work of advisers in Britain. 
They suggested that there was a tendency to produce ‘one-shot’ in-service courses for the 
district and to fail to address the supervisory activities ‘to ensure that what is learned 
transferred to the classroom.’ There was a tendency to focus supervision on teachers having 
difficulty whereas it was actually needed by all teachers if classroom practice was to be 
improved.
Advisers and the management of change
Fullan and Stiegelbauer (1991, pp.29,191) made a very apposite statement about politically 
motivated change:
Politically motivated change is accompanied by greater commitment of leaders, the power of new ideas 
and additional resources; but it also produces overload, unrealistic time-lines, uncoordinated demands, 
simplistic solutions, misdirected effort and under-estimation of what it takes to bring about reform.
Fullan and S tiegelbauer stressed how complex a process change really is. They pointed 
out that real change involves change in concepts and role behaviour, which is why it was so 
difficult to achieve. They noted that change appears to be good if it accords with one’s values. 
The fact that much of the change being implemented at the present time does not accord with 
the values of advisers and teachers increases the difficulty of implementing it successfully. 
The present study has demonstrated very clearly how unhappy many advisers are with the 
proposed changes in their role.
Although Fullan and Stiegelbauer wrote from the Canadian point of view they spoke 
of the need for teacher support from central administration and they were clearly thinking of 
support of a similar kind to that given by advisers in Britain. They pointed out:
The district administrator is the single most important individual for setting the expectation and tone of 
the pattern of change within the local district.
While it is possible that an administrator in our sense of the word might be a good 
change agent, the existence of advisers means that this kind of role is likely to be taken by the 
advisory service. Fullan and Stiegelbauer spoke of the need for district staff to determine the 
need for change, ensuring that support of various kinds was provided and monitoring the 
progress of the changes. External facilitators made people aware of new practices, helped 
them to choose between alternatives those that matched the school’s needs, arranged for and 
conducted training and helped to plan and implement continued support.
Richardson (1990) suggested that teachers were more likely to accept change when it
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was practical in terms of the classroom, fitted their own classroom situation and could be 
afforded. She suggested that reflection on classroom experience was an important part of 
teacher learning. She also noted that teachers’ beliefs, ideas and experience affected their 
attitudes to change.
Bolam et al (1978, pp.78,170,98) undertook a study ‘to explore the role of advisers in 
the infra-structure of external support for schools engaged in maintaining and improving their 
educational policies.’ There were three main aims to this work. They set out to look at the 
innovative aspects of the work of LEA advisers, to relate these to their overall function and 
then to identify some of their principal training needs.’
Their respondents noted the need for regular visits to schools to identify individual 
strengths and weaknesses and establish good personal relationships. They thought the best 
opportunities for developing the work of teachers were with the individual teacher in the 
classroom but found this very time-consuming and therefore spent time with teachers in 
working party groups and in-service courses.
The respondents noted the difficulty of getting change:
(The) difficulty (in getting change) is fundamentally changing attitudes. Apparatus, furniture, class 
materials can be supplied, schemes of work changed, but unless there is a change of fundamental 
philosophy, it’s all a bit wasted.
At this time many advisers had at their disposal sums of money to support work in 
schools. These varied from £25 to £1,000,000. Many respondents felt that this was an 
important factor in making them effective in their work, but there was also a view that teachers 
found it difficult to reject the advice offered because it came with additional money. In the 
case studies given the existence of additional funds was crucial to the success of the projects. 
One respondent commented:
Where the strategy is used (of giving additional funds) the impact of the financial support may be quite 
disproportionate to its cost since the provision of relatively small amounts may be vital for a significant 
innovation or may legitimise a project which is then able to raise the rest of the funds required.
The study was concerned with advisers as innovators. They found that 82% of advisers 
saw themselves in this role but only 28% functioned in the role to a great extent Sixty four 
per cent would have liked to do more in this role. There was a certain amount of difficulty in 
working as an innovator. The basic problems were the lack of resources, particularly advisers’ 
and teachers’ time, the problem of teacher release, lack of equipment, lack of venues for 
meeting, travelling problems and lack of finance. A respondent commented:
There is a limit to the number of projects - whether national or local - in which schools can be engaged, 
especially if this means releasing staff. Some teachers already feel harassed when assaulted with so many 
new ideas
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Bolam et al also saw other difficulties. Advisers in some sense had to face in two 
directions - towards the schools in one direction and towards the office in the other. This could 
result in their being seen by both teachers and administrators as marginal figures who offered 
idealistic solutions to problems which were not their central concern. The attempt to give 
equal priority to both the schools and the office produced intolerable strain.
The role of advisers as change agents has changed considerably since Bolam et al 
(1978) studied advisers as innovators. Bolam found advisers both developing projects from 
bodies such as the Schools’ Council and also projects of their own devising. The present study 
shows today’s advisers concerned mainly with the development of work related to the 
National Curriculum and assessment and with appraisal. There is very little opportunity for 
advisers to foster developments outside the areas receiving national attention which they 
think would be beneficial to the schools and if such projects were introduced, they are unlikely 
to be taken up by teachers who are fully occupied with national developments.
Whale and Ribbins (1990) described the way in which the City of Birmingham had set 
up evaluation in their further education colleges who were sceptical of the capacity of 
outsiders, with limited time and access, either to interpret their snapshot findings in context 
or to offer informed advice about how to improve service delivery. They therefore set up 
training for college staff in evaluation theory and practice, offered to provide a coordinating 
function for evaluation findings and made a contract with each college to provide additional 
fundings if the college committed itself to a range of formative and summative evaluation 
exercises. This worked successfully in that it stimulated a critical approach and the 
development of analytical skills and the authority at that time planned to extend the 
programme to schools, replacing inspection on the grounds that it was inefficient, ineffective 
and of doubtful validity!
Overall the literature, with some exceptions, does not give a very favourable view of 
the advisory service, whether advisers and inspectors or advisory teachers. It also brings out 
the many difficulties under which the service works. Until recently if-tended to lack 
leadership, was staffed at a level too low to undertake the many tasks expected of it and lacked 
the support of secretarial help and good office accommodation. The Education Reform Act 
produced an increase in staffing and better leadership and organisation but possibly not a great 
deal of improvement in support services. It remains to be seen whether the effect of 
competition and the need to sell services to schools will result in any improvement. Since this 
will be taking place in the context of reduced numbers and a need to spend a great deal of time 
inspecting schools and dealing with the appraisal of headteachers, this seems unlikely.
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3 IN SEARCH OF EFFECTIVENESS IN THE 
ADVISORY SERVICE
Introduction
What is meant by 'effective* ?
In the context described in chapter 1 advisory services are likely to remain employed by 
schools only if the services they provide are known to be effective. This study sets out to 
consider the extent to which aspects of advisory work are currently seen to be effective and 
what factors might make the work more effective.
The word effective is defined by the Concise Oxford dictionary as ‘actual, existing in 
fact rather than theoretically’ ‘actually usable, realisable’. These are definitions which would 
be likely to be accepted by teachers. For example, one teacher in the study, speaking of what 
she would like from the advisory service made this comment:
I think practical ideas you can use in the classroom, good resources, things that actually work in the 
classroom and sort of lesson strategies and the organisational aspect,
Primary school teacher, authority A
Another teacher, talking about the effective adviser, said:
I think it’s got to be someone who relates to your normal, everyday teaching practice. Sometimes you 
can feel ‘Yes that’s all very well, but would it work in the real world’ I think they have got to be clear 
that they are thinking of the practical daily thirty five children as well.
Primary school teacher, authority A
There is a considerable problem in assessing effectiveness in the advisory service. If 
one is looking at the effectiveness of a factory making shoes, effectiveness can be judged by 
the number of pairs of shoes completed and sold in relation to the cost of making them. 
Judging effectiveness in teachers is more difficult because they start with groups of pupils 
who may be at a wide variety of stages of learning. To make judgments about how well a 
teacher is doing one really needs to know the starting point in terms of pupils’ knowledge and 
skill in order to be able to judge the value that has been added by the teaching which has gone 
on. It is, nevertheless, possible to make such judgments where the criteria are clearly defined.
When we come to making judgments about the effectiveness of advisers the problem 
is very much more difficult. One can never be sure of the extent to which a school or a 
teacher develops work as the result of work by an adviser and how far the work might have 
developed anyway. It is also difficult to know whether work by an adviser which helps to 
improve the management of a school actually affects the work pupils do in the classroom. If 
we add to that the fact that good advisory work involves making people feel that they did it 
themselves it can be seen that judging advisory effectiveness is a very difficult task.
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On the other hand, teachers and headteachers have a good idea of whether they think 
their local advisory service is effective or not. They are usually clear about the ways in which 
it is valuable and the things they would like it to do which are not happening. One way of 
judging the effectiveness of advisory teams, therefore, is to ask headteachers and teachers for 
their views. This is what has been done in this study. Questions have also been asked of 
advisers, looking at issues affecting them such as organisation, training and the climate of the 
team, which may have some bearing on the extent to which they are effective.
A  different approach to effectiveness is suggested by Miller and Inniss in their two 
papers (1990a and 1990b) on managing quality improvement in further education. Here they 
are concerned with defining standards and then looking for evidence which will show whether 
those standards are being reached. It would be possible to define standards in terms of the 
factual elements in advisory work, the number of visits being made, for example and in 
practice this is done by many LEAs including the 4 in this study. This gives no indication of 
the quality of these visits or what has resulted from them, however. All four of the teams in 
this study were concerned with how best to evaluate their work and all four have experimented 
with various ways of doing this but they come down to 3 approaches:
collection of factual information and analysis of this, normally by computer; 
collection of views from teachers and headteachers about particular pieces of work, 
mainly in-service provision and inspection, either through questionnaires or through 
discussion;
observation of whether ideas promulgated as part of in-service work have been imple­
mented in the classroom or the school.
Of these the third option is extremely difficult to do and be sure that any change in 
classroom or management practice is the result of the work of advisers. A  teacher or 
headteacher may have changed working practice because of many other influences.
The local authority advisory service is currently under threat from legislation which 
will make much of the money now available for local authority advisory services available 
to schools to buy inspection which may also be bought from other independent groups. It is 
likely that many existing services will attempt to run as consultancy services which schools 
can buy in. It remains to be seen whether this will produce an effective support for schools.
The current study sets out to look at the service as it now is and to look at what is 
associated with effective practice.
This study is concerned with only that part of the work of advisers and advisory teachers 
which concerns schools and teachers. This is in order to keep the study to a manageable size.
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An equally important role is that which concerns the local authority where the service advises 
administrators and members of the Education Committee and its sub-committees.
The survey
In terms of research it would be comparatively easy to collect factual information about visits 
made, courses run and other factual information but this would not in itself give much 
information about effectiveness. It would also be possible select certain pieces of advisory 
work and follow them through in the schools to see if there was evidence of their 
effectiveness. This would give very good information about effectiveness but it would be a 
very large undertaking if enough information were to be forthcoming to generalise from the 
evidence. Another possible option was therefore used involving collecting views from the 
recipients of advisory work through questionnaires and interviews, since this seemed to offer 
the possibility of a good deal of evidence in return for the work undertaken.
The first requirement was therefore to arrive at some criteria by which effectiveness in 
advisory work might be judged. With this in mind, a group of 10 primary headteachers, 10 
secondary headteachers, 20 primary teachers, 20 secondary teachers, 20 advisers/inspectors, 
10 advisory teachers and 10 administrators were asked to give an account of an occasion when 
an adviser had, in their opinion, been effective. They were also asked to list the factors which 
they felt made the occasion one in which effective work took place. Examples of the replies 
are given in appendix 1.01 < ' -
This comparatively large sample was invited to respond in the likelihood that response 
would be poor because it made a demand on people to think and to write and this is time 
consuming and people in education tend be be busy. Since the aim was simply to gather 
examples of good work there was no need to have a random sample and the questionnaires 
were distributed at a conference of the National Association of Inspectors and Educational 
Advisers. Those taking questionnaires were asked to distribute them in their own authorities. 
Replies were received from 12 teachers, 6 headteachers, 2 administrators, 4 advisory teachers 
and 5 advisers in 7 different authorities. The poor level of reply confirmed expectations but 
since the survey was anonymous it was not possible to follow up those who did not respond. 
In the event those who replied gave sufficient information for work to proceed.
Kontiainen et al (1991, p.5) suggested that there was:
a need to find more structured ways to work on information of human behaviour to get a comprehensive 
or holistic view of people in their complex interactions with themselves, with others and with their 
environments; to achieve understanding about how the ’parts’ make a whole.
They therefore developed the idea of a concept map. This idea was also suggested as 
a means of developing learning in the curriculum by Novak and Gowin (1984). The concept
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map appeared to be a useful way of looking at the various views of effectiveness which were 
put forward by respondents. The ideas which emerged from the accounts of effective practice 
were put on paper and linked with each other where this seemed relevant. From this emerged 
six groups of ideas and these was set out as the concept map on the next page. The six 
categories were as follows:
Inspection and evaluation 
Advice and help 
Teacher development 
Philosophy and approaches 
Knowledge, skill, experience 
Relationships
A  seventh category also emerged from this analysis which is not included on the 
concept map - that of the culture, climate, organisation and management of the advisory team. 
Only one respondent referred to this but there is a great deal in the literature about effective 
schools which suggests that this is likely to be important in advisory teams also.
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CRITERIA FOR EFFECTIVE ADVISORY WORK
Fig 3.1
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Proposed effectiveness criteria
The concept map identified groups of criteria which were then re-arranged to generate a list, 
which follows, copies of which were sent to four chief advisers for comment. As a result the 
points marked b) were added and a few of the points stemming from the study were broadened 
to take account of a wider view. For example the item ‘works in a non-didactic way’ was 
widened to read ‘works in ways appropriate to the task in hand.’ Further points were also 
added as a result of studying the literature (see below) and these are marked a). Internal papers 
from LEA advisory teams were also studied and points stemming from these were added and 
marked c). Finally a small number of points were added, duplicating ideas already listed in 
order to provide a means of assessing reliability by using a split half test. These are marked 
d). According to Engelhart (1972, p. 148) ‘the split half procedure involves scoring 2 halves 
(usually odd items and even items) of a test separately for each person then calculating a 
correlation coefficient for the 2 sets of scores.’ This involved ensuring that the list could be 
split in half and the 2 halves correlated. Details of the correlation are given as appendix 5.0. 
The final list as given formed the basis for questionnaires to be used at the next stage of the 
study. Copies of a sample of the questionnaires are given in appendix 2.0.
The lettering for these criteria was decided at an early stage. At a later point it seemed 
more sensible to place inspection, advice and support and teacher development first since 
these constituted key areas where effectiveness was immediately evident. Other areas 
contributed to these.
Each of the areas listed is analysed below so that a picture of the effective adviser or 
inspector emerges which is supported by literature and by the views expressed by those 
contributing to the survey.
D Inspection!evaluation!analysis 
An effective adviser
1 Evaluates the work of schools through inspection
d)2 Monitors the standards of teaching and learning
3 Observes teachers at work in the classroom
d)4 Monitors the work of the classroom
5 Identifies shortcomings
6 Gives positive and negative feedback
7 Gives headteacher/teacher opportunity for preliminary explana
tion before inspection
d)8 Discusses work before and after inspection
9 Provides written reports
d)10 Provides verbal reports
11 Follows up inspection
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E Advice and help 
An effective adviser:
1 Provides advice and guidance on work seen
2 Makes constructive comments
3 Helps teachers to plan their work
4 Identifies and helps to set achievable targets
5 Challenges situations
d)6 Helps teachers to think through ideas
c)7 Advises on resources for learning and teaching
d)8 Recommends appropriate resources
c)9 Supports work in the National Curriculum
c)10 Supports teachers dealing with assessment
d) 11 Provides advice on teaching and learning
c) 12 Advises on provision for pupils with special needs
c)13 Supports heads in making the school development plan
c) 14 Supports heads in implementing the SDP
b)15 Supports heads and senior staff in management roles
c)16 Provides advice on the management of the curriculum
b)17 Works collaboratively with headteachers
b)18 Helps headteachers to analyse problems
b)19 Works collaboratively with governors
c)20 Takes part in the appointment of staff
d)21 Provides reports on the work of teachers when required
c)22 Supports teachers experiencing difficulty
c)23 Advises on new and refurbished buildings
d)24 Advises on equipment and other resources
F Teacher development 
An effective adviser:
1 Provides insights
d)2 Makes teachers think
3 Uses teachers’ own experience in in-service work
4 Provides usable ideas
5 Creates enthusiasm
d)6 Stimulates teachers
7 Works in ways appropriate for the work in hand
8 Works in ways he/she is suggesting to teachers
9 Provides effective in-service courses
10 Plans and organises effectively
c )ll Helps the school with its staff development programme
c)12 Helps the school to develop appraisal
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A Philosophy!approaches 
An effective adviser:
a)l Has an overall vision of education
2 Has clear objectives and priorities
3 Respects the views of headteachers/teachers
4 Has regard for the needs of schools
5 Has concern for children’s achievement
d)6 Emphasizes the centrality of pupils
B Knowledge!skill!experience 
An effective adviser:
1 Has personal credibility
2 Has good general knowledge of education
3 Has specialist skills
4 Has professional expertise
5 Is enthusiastic
6 Stimulates teachers trying to develop their work
C Relationships 
An effective adviser:
1 Is sensitive
2 Is prepared to listen
3 Treats headteachers/teachers as professional colleagues
4 Is professional
5 Is non-threatening
6 Is approachable
7 Is supportive to headteachers/teachers
8 Gives headteachers/teachers confidence
c)9 Communicates effectively
d)10 Is clear and concise in the suggestions offered
G Culture!climate!organisation!management
An effective adviser:
a)l Feels part of a team
a)2 Is involved in team planning
a)3 Knows team objectives
a)4 Plans with team objectives in mind
a)5 Knows team priorities
a)6 Decides own priorities in the light of team priorities
a)7 Meets colleagues regularly
a) 8 Discusses fundamental issues with colleagues
a)9 Works with colleagues
a) 10 Knows skills of colleagues
d )ll Supports colleagues
a) 12 Finds colleagues supportive
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a) 13 Experiences a clear management organisation
a) 14 Experiences management organisation which works well
a) 15 Is involved with team professional development
a) 16 Is supported by the team in his/her development
a) Taken from literature
b) Suggestions from Chief Inspectors
c) Material from LEA internal papers
d) Added to assess reliability
All other material is from the initial study
Inspection/evaluation
Not all advisers inspect, in terms of visiting a school in order to make a formal judgment about 
its effectiveness and providing an oral and written report about the findings, though most 
inspectors advise in the process of feeding back their findings to the school. The majority of 
advisers at present, whatever their titles, visit schools for the purpose of inspection and also 
visit simply to advise although this is changing with the development of the privatised 
inspection service. Advisory teachers do not usually inspect in the formal sense although they 
may well help a school by reviewing some aspect of work as a preliminary to helping the 
school to improve it. This means that the area of inspection may not be one which is common 
to everyone with an advisory title.
An adviser evaluates the work of the school through inspection and observes teachers 
at work. In the process of doing this he or she identifies shortcomings, gives positive and 
negative feedback, discusses work before and after inspection, provides written reports and 
follows up inspection.
Fiske (1979) felt that a mixture of inspectorial and advisory work was neither 
undesirable nor unworkable. At the point in time when he was writing fewer advisers 
inspected schools in any formal sense though some did. Fiske saw advisers, whether they 
inspected formally or not, diagnosing difficulties as part of their role and, unlike Her 
Majesty’s Inspectors (HMI), working with the school to deal with the problems which 
emerged. Advisers needed to be expert in the skills of investigation and he anticipated the 
future in suggesting that inspection skills needed to be refined and improved. He thought that 
some of the work of advisers was in a consultancy role to the school in general and to the head 
in particular and as a counsellor.
The Audit Commission (1989, p. 11) lists the benefits of formal inspection as perceived 
by inspectors and advisers as follows. (This is an unpublished part of the study by Stillman 
and Grant for NFER (1989) and gives the percentage of respondents giving each point of 
view):
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advisers get to know and understand individual schools
provides full information and reference points for the LEA
(CEO, members, governors, parents)
promotes adviser collaboration, encourages team ethos
identifies teachers’ strengths/weaknesses/INSET needs
assists management and organisation of school/department
identifies good practice in schools
promotes curriculum development
helps schools identify needs and determine their goals
improves school standards: is generally beneficial
(n. 1029) 
26.5% 
23.6%
19.2%
18.4%
16.5%
15.4%
13.5%
12.6%
10%
Wilcox (1989, p. 163) looks at inspection as an aspect of evaluation and notes that when 
evaluation is discussed, inspection is not usually included. He suggests that inspection 
‘potentially represents a body of practical knowledge about how evaluation may be carried 
out in complex real life situations.’ He expands this in a more recent book (1992) and 
describes inspection by HMI and local authority advisers as ‘time constrained evaluation’ 
Winkley (1985, p. 124) expresses some of the doubts people have about inspection He 
quotes a teacher:
The inspection in our school didn’t touch on reality. It failed to pick up the key staff-dynamics. It didn’t 
credit the strong people on the staff, or identify the weak ones. It didn’t begin to tell the story of how the 
school works.
He also quotes the views of two advisers on inspection:
It focuses almost entirely (and necessarily) on the visible ...and that is a kind of value judgment. It 
pressures the school into valuing such things as quiet behaviour, tidiness, handwriting, efficient 
administration - all virtues in their way, but relatively superficial.
It doesn’ t move the school on. It’s of some use to the LEA, but the most important things are known 
already if the adviser’s doing his job properly.
The following accounts from the survey led to the criteria listed above.
Evaluates the work of schools through inspection, identifies shortcomings, gives positive and 
negative feedback and provides a written report, discusses work before and after inspection 
A headteacher described a one day visit from their general inspector. The headteacher was 
told beforehand that the focus of the visit would be the quality of the learning environment 
and management and organisation.
He felt that this visit was effective because:
school documents and information were studied before the visit;
the headteacher had the opportunity to explain policy, recent staff changes, strengths/
weaknesses etc. before classrooms were visited;
there was both positive and negative feedback verbally and in the report;
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the fact that there was a written report helped to convince staff that the visit had been 
important;
the inspector acknowledged that what she had seen on the day was not necessarily 
typical and said so in the report;
the report was made available to governors but was not ‘public’ and therefore isolated
details could not be extracted and headlined by the press or parents;
the visit and the report identified realistic, hopefully achievable targets for future
developments.
Observes teachers at work in the classroom; discusses work before and after inspection 
A teacher described a visit from an adviser which involved looking at the teacher’s methods 
of planning and recording of core subjects and evaluation. In discussion the adviser made 
good suggestions which helped the teacher. The teacher felt that this was effective because 
of the attitude of the adviser. She listened very carefully to the points the teacher wished to 
make and was able to offer advice and strategies that could be adopted in order to overcome 
difficulties.
Helps teachers to analyse problems
An adviser described a departmental review of a science department, made at the request of 
the headteacher, following poor examination results and concern about low morale after an 
amalgamation of two schools. Every member of the department was seen teaching twice, as 
far as possible in different situations. The outcome was quite a lengthy report including a list 
of recommendations. The adviser felt that this worked effectively because the department as 
well as senior management was allowed to suggest aspects for the adviser to look at. This 
allowed him/her to identify shortcomings on the part of management (e.g. time-tabling). The 
adviser identified the things the department were doing well to give them points to build upon 
and gave them short term and long term objectives that were realistic and achievable and 
which he/she was confident would work.
In another school an adviser described the constructive criticism offered and many 
suggestions made during the course of an inspection, particularly advice on how to cope with 
a low ability and badly behaved group.
Advice and help
The survey suggested that the effective adviser provided advice and guidance on work seen, 
made constructive comments, helped teachers to plan their work, identified and helped to set 
achievable targets and challenged situations.
54
David Hancock, (1988, p. 1) Permanent Secretary to the Department of Education and 
Science, in the speech to the Executive Committee of the National Association of Inspectors 
of Schools and Educational Advisers quoted on page 19, made the following points:
This (emphasis on inspection) does not mean that I believe your advisory functions and support to 
schools on curriculum development, in-service training and curriculum organisation should be reduced. 
On the contrary I am sure that much greater calls will be made on your advice and support as a result of 
the Government’s reforms.
Winkley (1985, p.96,97) gave 4 basic reasons why teachers may want help and advice 
These were:
lack of knowledge; 
lack of skill; 
lack of confidence; 
lack of objectivity .
He stressed the value of the adviser who can counsel headteachers and teachers on 
personal and professional matters, understanding the complex working of the staff as a group 
and able to diagnose and offer solutions to problems of personnel management.
In his study of the styles of advisers in different authorities he found that more teachers 
disagreed with the statement ‘LEA advisers/inspectors understand very well the problems we 
have in teaching in our school’ (54.9%) than agreed with it (45.1%).
He also looked at the value of different kinds of advisory visits and found that among 
those most designated ‘very useful’ were those concerned with help in promotion and 
interviews. Interestingly, the highest score of all was for attending school events. Evaluation 
also scored highly.
S tillman and Grant (1989,p.ll5) quoted a headteacher describing his need for advisory 
support:
Even as an experienced head I feel the need for a general adviser. No one else has an overview of the 
school. I need help on strategies, managing people etc. No one else gives that Generalists need to have 
senior experience and be knowledgeable to be of help.
Reid et al (1987, p.211) stress the importance of reflection in teacher development and 
note that the effective school values reflection with a purpose at teacher and school level and 
describes this as the outstanding characteristic of the extended professional teacher. They go 
on to describe the role of the critical friend in this process :
The role o f (external) critical friend or process consultant is crucial within, for example, a formative 
evaluatory approach. Critical helpfulness is the essential ingredient. It is a matter of supporting devel­
opment within a trusting relationship, by asking the awkward, challenging question.
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Bolam et al (1978, p.77) quote an adviser describing his/her purpose in helping 
teachers:
I do not introduce major curriculum changes. I simply get people to think, question, express their own 
difficulties and search for their own solutions. I also put them in touch with other people trying out their 
own solutions.
This links well with the definition of consultancy by Gray (1988, p.7):
Consultancy ... is a helping relationship provided by people who have a particular range of skills for 
helping managers and others in organisations to understand more clearly what their business is about and 
how it might be more effective.
... During the process of consultation this general overview (as held by the consultant) will be focused 
and refined to clarify the particular and specific nature of the client’s organisation’s problem. As 
consultation proceeds, clients will themselves come to a greater and deeper understanding of their 
problems and possible solutions, so that by the time the consultant leaves there will be improved 
competence in the organisation itself.
The survey produced the following criteria:
Provides advice and guidance on work seen; identifies and helps to set achievable targets 
Several comments note the advice and suggestions offered. For example, a headteacher 
giving an account of an inspection noted that the inspector concerned ‘identified realistic, 
achievable targets for future developments’. An advisory teacher followed up an in-service 
session on printing by helping a teacher to teach these skills to her class.She gave a great deal 
of advice and guidance, some of it by practical demonstration.
A  teacher described how science schemes were discussed at a departmental meeting 
with the adviser offering straightforward advice and ideas which were extremely helpful.
Makes constructive comments
A teacher concerned with teaching a six week sequence on knowledge about language was 
joined by an advisory teacher who helped her in the preparation of materials and attended a 
lesson each week. This was seen to be effective because it provided: 
considerable help and guidance at the preparatory stages; 
many constructive comments on the delivery of the sequence.
Helps teachers plan their work;
A  particularly interesting example was an advisory teacher’s account of his/her support for 
a section bilingue in which technology was to be taught in French. The advisory teacher
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worked by team teaching for two mornings with the staff and supporting them at some 
departmental training sessions. The main focus of support was team teaching with the head 
of technology who needed linguistic support as all lessons were entirely in French. The 
advisory teacher felt that he/she made an effective contribution in terms of methodology as 
there was joint planning, delivery and evaluation of the lessons. The advisory teacher covered 
basic foreign language teaching methodology, including ideas for the integration of IT 
(information technology), use of the OHP (overhead projector), selective use of resources, 
group work and differentiated activities.This was effective because of:
the willingness of the teacher involved to collaborate with and be supported by an 
advisory teacher;
the advisory teacher’s own enthusiasm for team teaching as a method of support; 
there was regular collaboration - intensive at the start of the year, plus follow up 
contacts;
early participation in the initiative meant the advisory teacher could make more 
informed contributions at some departmental in-service sessions.
Challenges situations
An adviser described work with probationers on classroom organisation noting that he/she 
tried to make this challenging, in a tactful way, to the situations in which the teachers found 
themselves.
Other areas in which advice and support are needed
Discussion with some other advisers, inspectors, headteachers and teachers suggested that 
schools also look for help in thinking through ideas, advice on resources for learning and 
teaching, support for work in the National Curriculum and assessment and on dealing with 
pupils with special needs. Headteachers look for support in making and implementing the 
School Development Plan, support in their management roles and on the management of 
curriculum, collaboration with themselves and with governors, help with analysing prob­
lems, reports on the work of teachers when required, support for teachers who have difficulty 
in the classroom, advice on equipment and other resources and on new and refurbished 
buildings. These points were not mentioned by anyone in the survey but were evident in some 
of the information from chief advisers, the literature and material from authorities.
A  major role for advisers/inspectors, which was not mentioned but which was included 
in the statements of aims from the Audit Commission (1989 cf.p. 18) and Dean (1992 cf.p. 19) 
as being of considerable importance was in assisting at appointments. This was even more 
important now that governors make appointments themselves without support from local 
councillors who usually have more experience of appointing staff. Its omission from the
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examples coming from the survey is probably largely a matter of chance.
Pearce (1986) noted the advantages of involving advisers or inspectors in the appoint­
ment process. The adviser will often have seen other applicants from the same schools. The 
specialism for the post in question may be outside the head’s area of expertise and he or she 
needs the advice of someone who is a specialist in that field. Advisers may have a more 
detached view of the quality of applicants since they will be interviewing people more 
frequently than any headteacher. They will also have an idea of the market and the availability 
of candidates for any particular post.
Teacher development
Respondents to the survey stressed that an effective inspector, adviser or advisory teacher 
provided insights, used teachers’ own experience in in-service work, provided usable ideas, 
created enthusiasm, provided effective in-service courses and planned and organised com­
petently.
Bolam’s study (1978) found that 82% of advisers said they functioned to some extent 
as facilitators of educational innovation, but only 28% said they did so to a great extent. His 
respondents also stressed the lack of time to follow up courses and the need for advisory 
teachers to work in schools with teachers.
Dean (1991a) noted that advisers should have ideas about the way in which a school 
could provide training for particular purposes and the kinds of activities likely to achieve the 
desired ends and suggested that advisers should have many possible contributions to make 
to a school’s in-service programme, both as lecturers and as leaders of activities.
Jane and Varlaam (1981-2) described the development of curriculum support teams in 
the Inner London Education Authority and noted that much useful school-focused in-service 
education was being generated by their work.
Weindling and Reid (1983) writing of the relationship between teachers and teachers’ 
centres, made the point that teachers were more inclined to talk to advisers or centre leaders 
about the courses they would like than to fill in a questionnaire or identify their needs through 
the school.
Criteria were developed from the following accounts from the survey:
Provides insights
A teacher describing a six week sequence on knowledge of language stressed the point that 
the advisory teacher’s work gave her ‘great insight into both the students and my own oral 
skills from the transcripts and other sessions which were recorded.’
5 8
Uses teachers’ own experience in in-service work
An advisory teacher leading an arts course noted that the course organisers recognised the 
teachers’ arts’ strengths and used them in a wider context.
Provides usable ideas; creates enthusiasm
A  teacher described a County in-service day on A  level English teaching led by an adviser. 
The sessions, led by teachers from other schools, changed the teacher’s view of classroom 
practice and introduced him/her concerned to new ways of approaching texts, which were not 
just useful at A  level but for all aspects of teaching literature.
A  practical course in technology for primary school teachers was described by a teacher 
in which ‘relevant and worthwhile tasks were placed in a classroom setting.’
Provides effective in-service courses
A  teacher described a half-day course led by an adviser which united people teaching 
languages at A  level. New types of syllabus were discussed, the requirements of exam boards, 
the possible routes forw ard for students for whom traditional A level teaching was unsuitable, 
new course material, sources of additional material etc. ‘It was effective in being particularly 
“meaty” and professional, a rare opportunity to exchange views on a restricted and essential 
subject.’
Plans and organises effectively
An administrator wrote of an adviser who set up a course for heads and senior staff from 
secondary schools, sixth form colleges and administrators, involving a presentation by 
teachers from another authority on distance learning. This led to joint working by the two 
LEAs and the course was successful at least in part because of the very good organisation.
Another situation in which there was very good organisation was described by two 
advisers who wrote about work in a school where a section bilingue was being developed with 
two groups learning geography in French and later another group doing technology in French. 
The first adviser wrote of the situation as follows:
A  section bilingue was set up in a secondary school in which geography was taught in French, leading 
to dual accreditation in GCSE. Work involved preparation of briefing papers, identification of resources, 
recruitment of staff, presentation to parents and staff and preparation of schemes of monitoring and 
assessment
Another course where the planning was much appreciated was one of two training days 
for heads of English, where the course members particularly appreciated that there was time 
built into the course for reading and reflection. The teacher who wrote about this felt that the
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course was successful because of ‘having time to assimilate the information and to think and 
also perhaps having the fact that we need thinking time acknowledged.’
Philosophy/approaches
The evidence from the survey of those using advisory services and from advisers and 
inspectors, suggested that the effective adviser or advisory teacher had an overall vision of 
education, clear objectives and priorities. He/she respected the views of headteachers/ 
teachers, had regard for the needs of the school and concern for children’s achievement.
Several writers referred to the need for an advisory service to have a philosophy which 
guided its members’ approaches. Dean (1975a) pointed out that advisers needed a personally 
thought-out philosophy against which they could assess changes and developments. 
Whitaker (1990b, p. 18) gave key questions which were intended to define the mission for a 
group of advisory teachers:
what education business is the service concerned with?
what purposes is it established to service?
what vision of the future of the service is shared by staff?
what are the intended end results of advisory teacher work?
by what criteria will the service judge its successes?
A number of writers stressed the importance of vision in leadership, using this word to 
mean a clear idea of where the school or service is going. Beare et al (1989) regarded vision 
of where the school was going as one of the most important characteristics of headteachers. 
They suggested that the vision of a leader included a mental image of the future state of the 
organisation which embodied the leader’s view of what constituted excellence and included 
a vision of the future of the broader educational scene.
It is this broader vision with which we might expect the vision of advisers to be 
concerned.
Guthrie (1991, p. 159) suggested that leaders should ‘possess a vision of what the 
organisation with which they are concerned should be like.’ He defined vision as the ability 
to assist all parts of an organisation in acquiring a sense of purpose. Advisers needed to have 
a vision of where the service was going and where the schools might be going. However, it 
would also be important for them to be aware of and work in cooperation with the vision of 
others.
The following accounts from the survey have contributed to the criteria given above: 
Has overall vision of education
Although vision was not directly mentioned in the replies to the questionnaire it could be said
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to be evident in the ways in which some of those concerned had chosen to work and the way 
in which they had selected material for teacher development. For example one teacher 
described how an in-service course run by an adviser and contributed to by teachers changed 
her view of how to work in the classroom. An inspector described the setting up of a section 
bilingue which involved teaching geography in French. These kinds of changes might be 
thought both to require vision, and to develop vision.
Has clear objectives
A three day arts course was held for secondary teachers introducing them to new teaching and 
learning strategies. Teachers worked practically to create music, drama, dance, three 
dimensional art work, creative video. There was then a sharing of performance and discussion 
about work. They were also given stimuli to pursue in school teams and were asked to 
document the process. This led to presentations.
This was judged successful by the adviser reporting. He/she believed this was because 
there were clear objectives and it used learning strategies similar to those that were being 
suggested to teachers.
Has respect for the views of headteachers/teachers
A headteacher worked alongside his local inspector in looking at classroom practice, each 
observing four lessons and comparing notes. The headteacher commented ‘I suspect the 
inspector’s effectiveness is improved the more he works alongside the head. One of the 
factors which made this effective was the mutual regard which he and I have for each other. ’
Has regard for the needs of schools
During a period when a local upper school was opting out, the other local schools were 
involved in a consultation process to determine their reactions. This culminated in the three 
heads having a meeting with the Secretary of State accompanied by the CEO and the leaders 
of all three political parties in the County. In the opinion of one of the headteachers involved, 
much of the coordination/advice/support at school level was due to the experience, expertise 
and advice of the adviser concerned As a result a strong sense of belonging to the LEA * team’ 
was developed and there was genuine reference and contribution to the needs of LEA schools.
Has concern for children’s achievement
A review of primary schools in one authority followed by a series of visits resulted in schools 
making positive steps in their development. The adviser concerned felt that the factors 
making this effective were firstly recognition that monitoring and evaluation must be 
accompanied by advice and support and secondly a commitment to the view that ‘good’ 
schools address the issue of children’s achievement.
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Knowledge, skill, experience
The survey suggested that the effective adviser, inspector or advisory teacher was seen as 
having good background experience and therefore personal credibility, good knowledge of 
his/her specialism and good knowledge of education. He/she also had professional expertise 
and did work of high quality. The effective adviser was enthusiastic and stimulating.
Fiske (1979) defined the skills of the adviser and suggested that an adviser needed 
qualities of tact and sensitivity which were not easily learned and would not be sufficient on 
their own. The adviser needed basic professional knowledge of such matters as curriculum 
theory and timetable planning. He or she also needed to have knowledge of a broad variety 
of techniques for analysing of the workings of a school, with particular emphasis on methods 
of evaluation.
Whitaker (1990a, p7) writing of the skills needed by advisory teachers, listed the 
following:
Policy development, curriculum planning, development tasks, assessment and testing, developing 
classroom practice, introducing new methods, tackling problems and difficulties, devising development 
activities, running school based workshops, National Curriculum training events, courses and confer­
ences, designing course activities, taking part in LEA working parties, providing a specialist view, 
explaining policies in schools.
Pearce (1986 ) wrote of the adviser’s need for skill in reading the less obvious clues 
about the quality of a school, such as the way teachers and pupils talked to each other, the body 
language with which pupils entered or left or sat in classrooms and much else. Pearce also 
noted the way that the adviser’s presence modified what was happening in a classroom.
Klein (1985, p.36,39) described the ‘master teacher’, a form of development being tried 
out in some American schools which was not unlike our advisory teacher system, except that 
the master teacher was envisaged as being a member of staff of the school where he or she 
practised. He suggested that the skills and knowledge needed included:
Alternative views of curriculum concepts and procedures to be used in curriculum development, 
knowledge of research regarding curriculum theory and practices, skills in curriculum design, tech­
niques to bring about and manage change and the development of leadership skills. He/she should have 
done advanced university study in curriculum development and leadership skills, curriculum work­
shops, observation of other teachers at work.
(At the same time he/she) needs to remain in constant contact with the daily work of other teachers and 
aware of the challenges of classroom life. (He/she also needs) knowledge of teaching strategies, facility 
in selection and utilisation of different resources for stimulating learning, ability to plan both long range 
and short term goals and ability to translate plans into concrete classroom activities.
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The following accounts from the survey have contributed to this set of criteria:
Has personal credibility
A curriculum design and technology (CDT) advisory teacher attended a meeting with a 
deeply sceptical CDT department. He was able to empathise with the teachers’ concern about 
the reduction of the skills content of the new courses and explore ways of targeting high 
priority skill areas and linking them with appropriate design briefs. He left them with clear 
tasks within their ability. This work, in the view of the headteacher, was highly successful 
partly because the advisory teacher showed respect for the skills held by more traditional 
colleagues and partly because of the advisory teacher’s recent successful classroom experi­
ence which gave personal credibility in the eyes of members of the department.
Has specialist skills
In another school an advisory teacher worked with a class to show the class teacher ways of 
developing children’s work in printing, following a course on this. The teacher noted that for 
her the effectiveness was in * experiencing at first hand the use of these techniques by an expert 
in the classroom, watching the children learn and sharing their experiences both at the time 
and later.’
Another example involved two training days which were held for heads of English. The 
teacher writing about this day felt that one of the reasons why the course was successful was 
in having information from a clear expert in the field - a senior inspector.
An advisory teacher was involved in the setting up of a resources centre, providing 
advice and helping to plan the management of the centre. She then carried out three 
evaluations during the first year of its operation, each with a different focus - systems, use, 
and effect on teaching styles. Following each evaluation she produced a comprehensive 
document and discussed this fully with the centre’s management team. These evaluations had 
a significant effect far beyond the centre. In the view of the headteacher one of the reasons 
why this work was effective was the precise matching of the advisory teacher’s skills with the 
task in hand.
Has professional expertise
The account given above of the adviser who helped the situation in which schools were opting 
out, (cf p.62) noted that a factor in the successful outcome was the professional expertise of 
the adviser concerned.
In another LEA an administrator described a situation in which the authority was 
involved in amalgamating schools. In the case he described, the advisory input was most 
effective because of the adviser’s detailed knowledge of the geography and staffing of the
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school. His knowledge of staffing issues was again useful when consultation with staff and 
teaching associations began. The final stage of consultation with parents facilitated by his 
obvious in-depth knowledge of the school.
The administrator felt that there were a number of factors which made the work of this 
adviser effective, particularly:
the knowledge of the detailed background of the school situation shown by the adviser; 
the professional expertise of the adviser in the presentation of the information and the 
handling of individuals and groups in a sensitive situation.
Does work of high quality
A teacher described early practical courses in technology and later work by the same team of 
advisers which helped teachers to interpret the statutory orders for design technology. The 
teacher felt that this work not only affected technology but had implications for work across 
the curriculum. One of the reasons why the course was successful was that ‘the deliverers 
were enthusiastic and committed primary practitioners.’ Another reason for success was the 
‘exceptionally high standard of delivery with obvious attention to pre-course planning’.
Is enthusiastic and stimulating
A headteacher wrote ‘At the beginning of 1991 the school made a conscious decision to 
embark on a long term development of the school grounds into an environmental area. 
Although all the teachers were committed to the idea, expertise, knowledge and strategies 
were limited. An advisory teacher for environmental development viewed the grounds and 
discussed the project with staff and pupils and has made many return visits. Staff had learnt 
a lot about the “why” of environmental guardianship and the transformation process was 
under way.’
This was seen to be effective because of:
the opportunity for an agreed need to be addressed;
the enthusiasm of the advisory teacher;
the advisory teacher’s style of delivery;
the match of the subject to the school’s needs.
Relationships
Many of the replies to the survey stressed the importance of the relationships an inspector, 
adviser or advisory teacher built up with headteachers and teachers. The effective inspector, 
adviser or advisory teacher was sensitive to others and prepared to listen, acted towards
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teachers as a colleague and was professional, non-threatening, approachable and supportive. 
He/she gave headteachers and teachers confidence.
Gibson (1981, p. 181,184), reporting on a study of accountability in a group of 
secondary schools noted that:
The evidence of the Cambridge Accountability Project interviews suggests that the “good relations” 
advisers seek with teachers genuinely do exist and there is often a high level of mutual xespect. Teachers 
who have regular and significant contact appear to understand the difficulties advisers face in 
successfully performing their diffuse and delicate task and see them as valuable colleagues not simply 
because they make available materials and equipment, but also because they can and do offer helpful 
advice and support in less tangible ways.
He quoted a teacher as saying, ‘the whole question hinges around personal relationships 
and I suppose that what I realised is that the adviser’s first job is to build up relationships with 
colleagues. ’
Winkley (1985, p.70) made the point that the way an adviser first arrives in a school is 
sensitive. He or she must first work to assess the general ethos of the school and to work out 
how to respond to its needs.
He also stressed the importance of approachability and trust from the adviser’s point 
of view, quoting an adviser as saying, ‘ My job is to get to know the school to the point where 
I can be accepted to such an extent that the staff will start to talk to me convincingly about 
the kinds of problems they really have.’
Margerison (1978, pp.30,32) wrote of advisory work in industry but had much to say 
which is relevant to schools. He described his work as follows:
Clients usually come to an organisation development adviser because they wish to relieve pressure. They 
are looking for a way out of the complex web in which they feel locked. The main job of the adviser is 
to help the manager to discover his way out of the maze. In this sense the adviser plays more of a 
counselling, catalytic and process-oriented approach.
I want the client in such a situation to come forward, to explore, to consider his situation and put forward 
his concerns. He is unlikely to do this if he feels under pressure. It is vital to give the client air space and 
time to develop his own thoughts.
The skilled adviser knows where he wishes to channel conversation. He does not just respond. He listens 
and has a basis and reason for his response. He should be able to decide how to influence conversation.
Wise etal (1983) described a study of teacher evaluation in a number of districts in the 
United States. While this process was not the same as inspection, it nevertheless had in 
common with it the fact that a group of people were involved in making judgments about the 
effectiveness of schools and teachers and this appeared to make it relevant to the work of our 
advisory service. One finding stressed the need for sensitivity and noted that for success a
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teacher evaluation system must suit the educational goals, the management style, the ideas 
about teaching and the community values of the school district.
This study was of interest but one would be critical of the fact that at no stage did the 
evaluation team appear to consider the extent to which the evaluation of teachers involved 
assessment of student performance.
The survey of examples of effective work helped to establish the criteria in general as 
well as specific terms. For example one adviser wrote of the need to counsel teachers who 
were failing and the importance of being able to do this while maintaining good relationships. 
Another described aproject and noted the importance of good relationships in its success. The 
following examples gave rise to the criteria listed:
Is sensitive
The example given under ‘knowledge, skill and experience’ of the school reorganisation 
which showed professional expertise on the part of an adviser also speaks of the adviser’s 
sensitivity and the value of this in a difficult situation, (cf. p.64)
Is prepared to listen
A teacher explained that the school had drawn extensively on the primary mathematics team 
for workshops. These had been preceded by detailed discussion between the mathematics 
coordinator and a member of the primary mathematics team to ensure that sessions were 
geared to an identified need. This had been effective because of the willingness of the team 
to listen to teachers and provide in-service courses dealing with a specific need as identified 
by a group of teachers.
Treats teachers as professional colleagues
An advisory teacher for secondary mathematics came to discuss plans for work schemes for 
the National Curriculum and worked alongside the teacher to achieve the first draft. This was 
seen to be effective because:
having an outsider to help in these tasks gave an added perspective to the work in hand; 
the adviser acted in the capacity of colleague and co-worker. Given his on-going work 
with the National Curriculum and schemes of work working parties, this was most 
helpful.
Is professional
The administrator who wrote of the adviser’s help over a school amalgamation spoke of the 
professionality of the adviser concerned and the fact that the complexity of the proposal under 
consideration demanded detailed knowledge which only an advisory colleague could supply, 
(cf p.64)
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Is non-threatening and supportive
An inspection visit to music department was described by a teacher. Its purpose was to 
evaluate criteria and an aide-memoire drawn up by the divisional team of inspectors. A  large 
proportion of the day was concerned with assessment tasks on listening skills drawn up 
separately by two members of the department. This was one of the subjects discussed at the 
end of the day by the inspectors, the deputy head and head of department. The inspectors’ 
observations prompted the need for a common test and also underlined the need for the head 
of department to take more active role in the delivery of the department’s policies. This was 
effective in the view of one of the teachers concerned among other reasons because of the 
following:
the non-threatening nature of the visit with its focus on evaluation of the inspectorate ’ s 
work;
the open friendliness and support of the inspectors.
Is approachable and gives teachers confidence
An art in-service session was held with an advisory teacher which involved various methods 
of printing (cf.p.63). The teacher concerned found this helpful but lacked confidence to teach 
some of the skills practised. The advisory teacher came and followed up the work in the 
teacher’s class, teaching the children in small groups. The teacher was able to see how the 
techniques worked with her class. As a result she felt much more confident The teacher 
commented, ‘My main fears have been allayed and I have learned a great deal. I also have 
more confidence to approach my art coordinator colleague for support as I try these 
techniques.’
Culture/ climate/organisation/management
Studies of schools suggest that effectiveness is likely to be found where the staff work 
collaboratively and feel part of an overall team and culture (Little 1981; Reynolds (ed) 1985; 
Reid et al 1987; Mortimore et al 1988; Beare et al 1989). It seems likely that the culture of 
an advisory team will lead to effective working in a similar way. Evidence from the Audit 
Commission (1989, p. 15) suggested that many services were not teams in the full sense of the 
word, but collections of individuals. The Audit Commission Report spoke of:
lack of leadership from inspection and advisory service management, leaving advisers working isolation, 
both from their colleagues and from the general purposes of the LEA.
lack of leadership of advisory teachers by inspectors and advisers; both groups cited this problem to the 
Commission team.
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Stillman and Grant (1989, p. 134) noted that headteachers would welcome more of a 
team approach to advisory work saying that they would welcome greater teamwork and cross 
fertilisation of ideas. They quoted a chief adviser as saying:
Advisers wish to work more as teams. We are looking towards functional teams which would look at 
specific curriculum areas and initiatives i.e. teamwork that has purpose and focus, then the team will 
disband and new teams will form.
Whitaker (1990b, p. 11) lists the value of teamwork:
it maximises staff expertise and experience;
it involves staff in key management activities;
it achieves a higher work rate than individuals working separately;
it removes the frustrations often experienced when decision making is attempted in too large a group; 
it develops team skills and expertise; 
it facilitates professional development; 
it increases commitment and job satisfaction; 
it recognises four key motivators;
a) affiliation
b) appreciation
c) achievement
d) influence
it makes better use of time;
it allows a quick response to new problems.
This is another area where there was little mention of the issues in the survey but 
discussion with chief advisers and inspectors and reading suggest that it is one where there 
are important contributions made to effectiveness. A  few advisers among the respondents to 
the survey mentioned work with colleagues. For example, one person spoke of ‘working with 
other primary colleagues to devise a primary aide memoire which went back to key principles 
in children’s learning and raised pertinent questions to be addressed in schools’ practice.’ 
This respondent was particularly appreciative of the time allowed for the discussion of 
fundamental issues which gave rise to the aide memoire. An advisory teacher speaks of the 
value of collaborative planning with other advisory teachers.
Good management and leadership are also important for the success of a team. Services 
where members feel part of a team, meet colleagues regularly and feel supported by them 
would seem likely to work more happily than those where people work in isolation. 
Involvement in the planning of the work of the team would seem to be important and 
opportunities for the personal development of individual inspectors, advisers and advisory 
teachers.
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The training of advisers and advisory teachers
One further category was added. This was training of advisers and advisory teachers. This was 
not an area of effectiveness but complementary to the effectiveness criteria. It seemed 
possible that training would increase effectiveness and it was therefore important to know 
what training the advisers, inspectors and advisory teachers in each authority had experi­
enced. Dean, (1975b), Bolam (1978), Stillman and Grant (1989), the Audit Commission 
(1989), Dean (1991b and 1992) all noted that training for advisers was needed and existed far 
too rarely.
This list was based on literature and information from local authorities and was 
designed so that the results could be compared with a national survey by Dean (1991b) which 
asked about the training each authority had provided for its advisory service. The list which 
resulted is as follows:
T The training of advisers and advisory teachers 
An effective adviser needs the following training:
*1 Induction programme - introduction to the LEA
*2 Induction programme - introduction to advisory work
*3 Work on inter-personal skills e.g. discussion leadership
4 Selection interviewing
5 Work on different aspects of the inspection of schools
6 Report writing
7 Consideration of what is involved in supporting headteachers
8 Consideration of what is involved in working with governors 
*9 Consideration of ways of working with teachers
* 10 Training in management skills
* 11 Training in the skills of running in-service education 
*12 Provision of opportunities for up-dating knowledge
* 13 Training in personal organisation e.g the use of time
* 14 Training to work in other phases in education
* Items which apply to advisory teachers as well as advisers
Situations in which it is possible to work effectively.
Further analysis of information from the study suggested that the extent to which an adviser 
or advisory teacher can be effective is partly dependent on the situation in which he or she is 
working. Harland (1990, p.48) gives a list of factors affecting the work of advisory teachers. 
Those which are not in the control of the advisory teacher are as follows:
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the degree of support and commitment to the input from the headteacher;
the degree of internal pressure on and support for teachers actually to implement changes to their
classroom practice;
the existence of an environment and climate within schools which encourage and reward teachers to 
attempt innovation;
the existence within schools of self support systems and staff discussion groups; 
the availability within schools of appropriate resources;
the availability of time for teachers to develop and apply new skills in the classroom;
the attitudes of individual teachers, in particular their proximity and compatibility to the advisory
teacher;
the ‘selection’ criteria and process by which schools are drawn into working with advisory teachers.
Biott (1991, p. 12) noted the importance of promoting change in the classroom through 
professional support and enquiry and stated that ‘classroom practice can only be transformed 
when the teacher’s meaning itself is transformed.’
He also spoke of the problem for an advisory teacher when the school culture works 
against him or her. He told of teachers who were welcoming of advisory teachers in their 
classroom but who returned to a harder view in the staffroom.
Many of the respondents in the survey mentioned aspects of work which made it easier 
for advisers, inspectors and advisory teachers to be effective. These included the response of 
teachers, the support of headteachers and senior members of the advisory service and the 
provision of resources, particularly that of time.
The response of teachers
An adviser wrote of the readiness of teachers to open their minds to new experiences.
The teacher described earlier (cf. p.63) who was enabled to develop work in printing 
said ‘I believe the effectiveness of the training was in acknowledging my own lack of 
experience, the practical “hands-on” experience, experiencing at first hand the use of these 
techniques by an expert, in the classroom, watching the children learn and sharing their 
experiences.’
The teacher writing about music department which was inspected (cf. p.67) wrote of 
the staff’s mutual respect for one another and the head of department’s sensitivity to his 
colleagues.
Another teacher wrote ‘Personally I was receptive to new ideas and needed to meet and 
talk with people outside my own school.’
An advisory teacher wrote of ‘the willingness of the teacher involved to collaborate 
with and by supported by an advisory teacher.’
An adviser running a twenty week course for teachers of French in middle schools wrote 
of the ‘willingness and enthusiasm of course participants. They “soaked up” the ideas we gave 
them.’
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The support of headteachers and senior members of the school staffs and advisory service; 
the provision of resources
An advisory teacher noted that ‘the head was interested and supportive of the project’ and also 
that ‘there was planning time for the advisory teacher to talk with class teachers.’
An adviser spoke of a project having:
clear support from the chief adviser and chief education officer,
support and commitment from the headteacher and senior management of the school;
good levels of support from a variety of agencies;
significant additional resourcing both before and during the project;
a very talented teacher at the school to see the project through;
a long lead-in time for adequate preparation.
Two other advisers, speaking of different projects, noted the importance of time to plan.
Relationship of the findings to the aims stated
The statements about effectiveness should match in some degree, the aims stated at the 
beginning. If the list compiled by Dean (1992) from the papers by LEA teams is used, the 
match can be seen as follows:
1 To monitor, evaluate and report upon the quality of educational provision and the
standards of learning and the implementation of local and national policy objectives. 
This relates to the section on inspection and evaluation which includes items on all the 
points given here in some form except that one item in the criteria refers to the National 
Curriculum rather than to local and national policy objectives.
2 To provide the LEA with the information and advice needed to shape policy.
This is not part of the study (cf. pp. 45,46).
3 To provide a coordinated programme of advice and support for all schools and other 
institutions, particularly in the implementation of the National Curriculum and in the 
management of resources.
Advice and support is spelled out in considerable detail in the list of effectiveness 
criteria and all the points made here are included.
4 To promote the professional development of all teaching staff.
The section on teacher development covers this in some detail.
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5 To promote curriculum development, particularly in those areas not covered by the 
National Curriculum
The items on providing advice on the management of the curriculum and supporting 
work in the National Curriculum do not necessarily cover curriculum development but 
could be taken to do so.
6 To offer advice and guidance to governors and headteachers on teaching appoint­
ments.
This is stated under advice and help.
7 To provide support and advice for the appraisal schemes of schools and colleges. 
This is given under teacher development.
8 To develop the work of the service and the individuals within it.
This is part of the sections on climate, culture, organisation and management and also 
of training
It can therefore be seen that the criteria of perceived effectiveness appear to cover the 
stated aims with few exceptions.
The questionnaires
The next stage of the study was concerned with assessing effectiveness as perceived by the 
users of the service and by its members in 4 LEAs and looking at whether there was an 
association between the key areas of inspection, advice and support and teacher development 
and the other criteria of philosophy, and approaches, knowledge, skill and experience, 
relationships, climate, culture, organisation and management and training.
The criteria which have been defined were used as the basis for questionnaires to 
headteachers, teachers, advisers and advisory teachers. They can be found in Appendix 2.0
72
4 RESEARCH METHODS
Introduction
It will be evident from the account in chapter 1 that the local authority advisory service is 
currently under threat from legislation which will make the money now available for local 
authority advisory inspection services available to schools to buy inspection which may also 
be bought from other independent groups. It is likely that many existing services will attempt 
to run as consultancy services which schools can buy in. It remains to be seen whether this 
will produce an effective support for schools.
The current study set out to look at the service as it was in 1992 and to look at what was 
associated with effective practice. The key areas would seem to be inspection, advice and 
support and teacher development. These most clearly reflect the effectiveness of an advisory 
team since they are the areas in which headteachers and teachers make judgments about how 
effective their service seems to be. Other criteria may or may not contribute to these and one 
of the intentions of this study is to look at the relationships between these key areas and the 
areas of educational philosophy and approaches, knowledge, skill and experience, relation­
ships, team climate and culture, organisation and management and training.
The research questions
The questions being considered are as follows:
1 What is effective advisory work?
This has already been discussed in the preceding chapter.
2 What is the current situation of advisory teams in local authorities? (cf.chapter 5)
3 What are the priorities of headteachers and teachers for work by the advisory service? 
(cf.chapter 7)
4 How do these compare with headteachers’ and teachers’ views of what is being 
offered? (cf.chapter 7)
5 How do headteachers and teachers regard the inspections being conducted by local 
authority advisory teams? (cf.chapter 8)
6 How do headteachers and teachers regard the advice and help offered to them by local 
authority advisory teams? (cf.chapter 9)
7 How do headteachers and teachers regard the provision for teacher development made 
by local authority advisory teams? (cf.chapter 10)
8 How do headteachers and teachers view the educational philosophy and approaches of 
advisers, inspectors and advisory teachers? Are they aware of the educational philoso­
phy of these groups? (cf.chapter 11)
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9 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development? (cf.chap ter 11)
10 How do headteachers and teachers view the knowledge, skill and experience of 
advisers, inspectors and advisory teachers? (cf.chapter 12)
11 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development? (cf.chapter 12)
12 How do headteachers and teachers view relationships with advisers, inspectors and 
advisory teachers? (cf.chapter 13)
13 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development? (cf.chapter 13)
14 How far do advisers, inspectors and advisory teachers feel themselves to be part of a 
team culture and climate? (cf.chapter 14)
15 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development? (cf.chapter 14)
16 How do advisers, inspectors and advisory teachers view the organisation and manage­
ment of their teams? (cf.chapter 15)
17 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development? (cf.chapter 15)
18 What training (formal and informal) have advisers, inspectors and advisory teachers 
had for their work? (cf.chapter 16)
19 Is the training experience of advisers, inspectors and advisory teachers in the 4 
authorities studied, similar to the statements of provision listed in the national survey? 
(Dean 199 lb), (cf.chapter 16)
20 Is there a relationship between formal training and headteachers and teachers’ views 
of advice and support and teacher development? (cf.chapter 16)
The overall pattern of the study
This study was undertaken at a time when advisory services were in a state of turmoil because
of changes being demanded by National Government. However, the fieldwork was under­
taken before the changes actually took effect, although the outcomes of the study should have
implications for the new patterns of working which are developing.
74
The study has involved the following:
1 The development of criteria by which effective advisory work might be judged (cf. 
pp.49 - 52).
2 The development of questionnaires based on those criteria distributed to a sample of 
advisers, advisory teachers, headteachers and teachers in 4 different local education 
authorities, (cf. Appendix 2.0)
3 A  national questionnaire survey of the way in which advisory teams are changing to 
meet the national requirements (cf. chapter 5). This was also partly based on the list of 
criteria.
4 Interviews with chief advisers and a sample of advisers, advisory teachers, primary and 
secondary headteachers in the 4 authorities, (cf. appendices 5.0, 5.1)
5 Interviews with the headteachers and staffs of 12 schools in those authorities which had 
been inspected by their local authority team of advisers, (cf. appendix 5.2)
The methods chosen
Researchers have a fundamental choice between qualitative and quantitative research 
methods. Patton (1990, p. 14) noted that the advantage of quantitative methods ‘is that it is 
possible to measure the reactions of a great many people to a limited set of questions, thus 
facilitating comparison and statistical aggregation’. Advisory services deal with large 
numbers of headteachers and teachers, all of whom have views about the effectiveness of the 
service they receive. It was therefore felt that a study of the effectiveness of the service should 
involve some study of the views of a substantial number of headteachers and teachers. This 
suggested that quantitative methods would be appropriate for some part of the study.
Patton also made the point that approaching fieldwork without the constraints of 
predetermined categories of analysis contributed to the depth, openness and detail of quali­
tative enquiry. He suggested that studies in which only one method was used were more 
vulnerable to errors linked to that method than studies which used multiple methods in which 
different types of data provided cross-data validity checks.
It was felt that the quantitative survey needed to be complemented by a more open- 
ended approach which would fill out the questionnaire replies. Semi-structured interviews 
were therefore arranged with chief advisers, advisers, advisory teachers, headteachers of 
primary and secondary schools and a group of schools where there have been a recent 
inspection.
The study therefore involved both quantitative and qualitative methods, with the one 
complementing the other.
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The sample of local education authorities
The original plan for the study involved selecting a sample of six local education authorities. 
The criteria used to select them were as follows:
1 They should be representative of different types of local authority, for example, shire 
county, London borough, metropolitan borough.
2 They should be varied in size.
3 They should be situated in different parts of the country.
4 They should represent different forms of organisation. For example authorities sepa­
rating inspection and advice and authorities where these were undertaken by the same 
people; authorities separating specialist and general work and authorities where these 
were undertaken by the same people; authorities which had area teams and ones which 
were centrally organised.
The sample originally chosen met these criteria in the following ways:
Authority A
A small London borough centrally organised in which all advisers were both inspectors and 
advisers and undertook both specialist and general work.
Authority B
A medium sized metropolitan borough in the north of England. The team was centrally based 
but worked in area teams. All advisers were both inspectors and advisers and undertook both 
specialist and general work.
Authority C
A large county in the north midlands. The team was centrally based but worked in area teams. 
Specialist and general work was separated but all advisers were both inspectors and advisers. 
Authority D
A medium sized midlands county. The team was centrally based but worked in area teams. 
Inspection and advice were separate activities as were specialist and general work. 
Authority E
A larger London borough where all the money had been delegated to schools who had to 
purchase all services. The team was centrally based.
Authority F
A medium sized west of England county with a very rural population and few large towns. 
Inspection and advice and specialist and general work were not separated.
Authorities E and F withdrew at a late stage because of the changes being demanded 
by central Government. Four other authorities were approached but were unable to take part 
because of the their preoccupation with educational changes. By this time a large amount of
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information had been collected about the four authorities A  to D and it was felt that this was 
sufficient to proceed.
The pressures on local authorities at the present time made it unlikely that any would 
be receptive to someone wanting to do research unless they were likely to gain something 
from it. Each authority was therefore offered the opportunity of an evaluation of its advisory 
work, which was welcomed by the 4 which were finally studied, (cf appendix 3.0) The 
material for the evaluation thus became the material for the research and each authority was 
given a report on its work. Since both the evaluation of the work of the advisory teams and 
purpose of the research was to discover what was effective in advisory work this dual purpose 
did not present a problem but was simply a matter of looking at the evidence gathered from 
2 different points of view. The fact that it was an evaluation of the work of the local advisory 
team ensured that the authorities concerned offered good opportunities for studying what was 
happening.
The questionnaires
The study of samples of effectiveness (cf.chapter 3) provided a set of criteria which were 
listed under the following headings:
D Inspection
E Advice and support
F Teacher development
A Philosophy and approaches
B Knowledge, skill and experience
C Relationships
G Climate and culture
G Organisation and management
T Training
Each section of the criteria list was given a letter and each item a number and these were then 
developed into questionnaires (cf. p.49 for explanation of the order of the lettering).
Oppenheim (1966) described the use of Likert scales and a form of Likert scale was used 
for all the questionnaires but with a choice of only 3, rather than 5 alternatives. Three 
alternatives were preferred because in the case of the questionnaires concerned with 
priorities, 5 alternatives appeared to be more than were needed and it was then necessary to 
work with 3 alternatives in the other questionnaires so that they might be compared.
Oppenheim also stressed that where attitudinal questions were concerned sets of 
questions were more reliable than single opinion items. Since the questionnaires were
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composed from sets of criteria derived from descriptions of effective practice it was fairly 
easy to produce figures for each set of questions.
The questionnaires were developed as follows:
Headteachers’ questionnaire 1
Headteachers were asked to mark items from D (inspection), E (advice and support) and F 
(teacher development) as high, medium or low priority according to the priority they gave this 
particular service. They were also asked to rate the service they received for each item as good, 
average or poor. Authorities A  and B were also asked whether they would buy this service. 
Authorities C and D had recently asked their headteachers this question and felt it would not 
be politic to ask it again.
Headteachers’ questionnaire 2
Headteachers were asked to say whether they agreed, were neutral or disagreed with a series 
of statements about their advisory team which were concerned with A  (philosophy and 
approaches), B (knowledge, skill and experience) or C (relationships).
Headteachers’ questionnaire la
Headteachers were asked similar questions about advisory teachers to those about advisers 
with some variations because of the rather different role of advisory teachers.
Teachers’ questionnaires 1 and 2
These were comparable to headteachers’ questionnaires 1 and 2 with some variations to meet 
the particular concerns of teachers.
Teachers’ questionnaire la and 2a
These paralleled the headteachers’ questionnaires about advisory teachers but were rather 
more full because of teachers’ greater contact with advisory teachers.
Both the headteachers’ questionnaires and the teachers’ questionnaires contained 
questions about the age group of the people concerned and their years in post. An analysis of 
the results by age group and years in post was made for authority A. This yielded no results 
in terms of differences according to age or experience and it was therefore decided to ignore 
this information for the other authorities.
Advisers’ questionnaire 1
Advisers were asked to agree, remain neutral or disagree with a series of statements about 
climate and organisation and management.
Advisers’ questionnaire 2
The second questionnaire was about training. This differed from the other questionnaires in 
being derived, not from the criteria but from a list of training activities used in a national 
survey (Dean 1991b). The aim was to be able to use the national survey results as a basis for 
comparison with the 4 authorities in the study. Advisers were asked whether they had received 
satisfactory training, some training, little or no training in each item. They were also asked 
whether they would like training in each item.
Advisory teachers’ questionnaire la and 2a
The questionnaires for advisory teachers were similar to those for advisers with appropriate 
variations.
The distribution and returns
The questionnaires were distributed to 100 randomly selected headteachers in authorities B, 
C and D. Authority A  had fewer than 100 schools so questionnaires were sent to all schools. 
Headteachers were asked to give questionnaires 1 and 2 to one teacher to complete and 
questionnaires la and 2a to another. This meant that while the headteachers were a random 
sample, the teachers were not. It would clearly have been desirable to have a random sample 
for teachers also but there were considerable problems about doing this. It would have meant 
asking local authorities for a full list of all their teachers and it seemed unlikely that they would 
be willing to do this.
Details of the returns from the questionnaires are given in the tables on the next page. 
The returns were very variable and it is difficult to account for some of the variation. There 
were differences in the way the 4 authorities treated the study and this probably accounts for 
some of the variation. The returns from authority A are better on all counts than those from 
elsewhere and this may be because the chief adviser met all the headteachers and explained 
that this was a study evaluating the work of the advisory team with which they could help. 
She then asked for their cooperation. There was also a preliminary meeting with the 
inspectorate at which the proposed pattern was explained. In authority B the chief adviser 
placed much more emphasis on the work being a research study and less on evaluation of the 
team and this may account for the low return from the advisory teachers in particular. A  
second letter was sent to all those who had not replied but this brought in very little more and
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no more returns from advisory teachers. Authorities C and D supported the study and made 
this plain to schools and to the advisers, inspectors and advisory teachers but were not 
prepared to support the sending of a letter chasing those who had not replied on the grounds 
that their headteachers were under pressure and they did not feel it was right to press them 
further.
QUESTIONNAIRE RETURNS FROM HEADTEACHERS  
AND TEACHERS
Fig 4.1
Headteachers' 
actual returns
Headteachers 
% returns
Teachers' 
actual returns
Teachers' 
% returns
Authority A 44 77 84 42
Authority B 25 25 56 28
Authority C 28 28 50 26
Authority D 43 43 68 34
Totals 140 35 258 36
QUESTIONNAIRE RETURNS FROM ADVISERS, 
INSPECTORS AND ADVISORY TEACHERS
Fig .4.2
Adv & insp 
actual returns
Adv & insp 
% returns
Advisory 
teachers' 
actual returns
Advisory 
teachers' 
% returns
Authority A 9 100 17 89
Authority B 11 50 4 19
Authority C 30 68 24 50
Authority D 20 61 6 11
Totals 70 68 51 36
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Scoring the questionnaires
The scoring of the questionnaires initially posed a problem. Each item was scored one, 2 or 
3 according to the column ticked, with the positive column given the highest score in each 
case. Each section had a different number of questions, however, which made comparison 
difficult. This was overcome by arriving at an average score for each item. Scores above 2.50 
will be referred to as ‘good’; scores between 2.00 and 2.49 as ‘satisfactory’ and scores of 1.99 
or below as ‘poor’.
Validity and reliability
The way in which the questionnaires were developed created their validity. Each item was 
based on something that someone had seen as being effective. The questionnaires should 
therefore be testing effectiveness in some way.
The questionnaires were designed so that they could be tested for reliability using a split 
half testing procedure (Spearman-Brown). This has been described in some detail in chapter 
3. The results of this correlation are given in chapter 17 and there is an account of how they 
were worked out in appendix 5.0.
The interviews
Patton (1990, p.24) made the following point:
Direct quotations are a basic source of raw data in qualitative enquiry, revealing respondents’ depth of 
emotion, the ways they organise their world, their thoughts about what is happening and their basic 
perceptions. The task for the researcher is to provide a framework within which people can respond in 
a way that represents accurately and thoroughly their points of view about the world or that part of the 
world about which they are talking.
Pope andDenicolo (1986, p. 154,155) made the following points aboutverbal dialogue:
Verbal dialogue, as opposed to any form of written questionnaire has advantages such as i) flexibility - 
areas which the interviewees signal as important to them can be followed up and ii) increased depth - 
the interviewees can be encouraged to articulate hows and whys as well as to illustrate their answers with 
exemplars so that their own personal interpretation of words becomes evident.
These quotations sum up the reasons for including interviews as part of this study. The 
questionnaires limited the replies by the questions chosen. The interviews, though semi­
structured, still helped to balance the questionnaires by providing a much more open 
opportunity for discussion.
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Pope and Denicolo also make the following point:
First of all one must acknowledge to oneself that the situational context and one’s own personal intuitive 
theories colour interpretation.
This was clearly of importance in interviewing, particularly in this situation where the 
interviewer was known to the interviewees by reputation as well as, in some cases, personally. 
The best guard against the bias that this may be creating would seem to be the awareness of 
the interviewer that such bias is possible.
Oppenheim (1966) suggested that the most valid way to obtain an estimate of 
respondents * attitudes was to ask them some free-answer questions and let them take time and 
state their views in their own way. With this idea in mind, a range of advisers, advisory 
teachers, headteachers and teachers were interviewed using semi-structured questions and 
allowing a good deal of freedom in the way the discussion developed.
It was necessary to decide whether to interview individuals or groups. The advantage 
of interviewing groups is that the views of more people can be expressed in a shorter time. 
People also stimulate each other and it is rather easier to create a relaxed atmosphere in which 
people answer freely. One the other hand there is less time to pursue questions in depth and 
people will affect each others’ responses. However, on balance it was felt that more 
information would be gathered by holding group interviews than by interviewing individuals.
It was not possible to select random groups for this purpose since a good deal depended 
upon whether people were free to be involved. It was therefore suggested to chief advisers, 
who were responsible for selecting the groups that they should contain people as follows:
1 A  group of about five advisers which included the following:
a person in a senior post 
someone who has joined the team recently 
a person of substantial experience in the team 
two other people
2 A  group of about five advisory teachers which included people with the following 
responsibilities:
information technology
primary education
some aspect of secondary education
TVEI
some aspect of special education
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3 A  group of five primary head teachers and a separate group of secondary headteachers. 
In each case the chief adviser was asked to form a group which included heads from a 
variety of kinds of school, including primary, junior, infant, nursery and special in the 
primary group and also including a head:
who had been a considerable time in his/her present post
who had spent most of his/her time in the authority, in a variety of posts
who was new in post and new to the authority
of a very small school
of a large school
The chief adviser was left free to select the schools which had been inspected. It would 
have been wiser to include more guidance here because the schools, with one exception, 
tended to be those where the inspection had gone well. They nevertheless yielded a good deal 
of information.
The questions asked
The interviews were semi-structured and were based on lists of questions. Questions were 
selected from these lists which were mainly used as prompts to get people talking. Leads 
which emerged in the discussion were followed up.
Interviews with advisers, including the chief adviser
1 Organisation
How is your team organised?
What senior posts have you? What are the responsibilities of each?
Does each school have a pastoral adviser?
What is the role of advisory teachers/ Who is responsible for them? How much 
involvement have they in the overall work of the team? Do they pose any 
particular problems?
Are you losing advisers or advisory teachers as a result of spending cuts?
2 Management
How is the work of your team managed?
How free are people to plan their own time?
What is required of everyone?
What records are required?
What use is made of them?
What are you doing less of in order to meet the demand for inspection?
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Inspection
How are you fulfilling the requirement to monitor the work of schools?
How many schools do you look at in the course of the year?
What is the involvement of the school?
To whom do you report?
Are the reports public?
How long after the inspection is it before the report is published?
What sort of follow up to inspection is there?
School support
What are you able to do to support schools?
How much time do you devote to this?
Teacher development
What role are advisers now playing in in-service training?
What role are advisory teachers playing?
Are schools taking up the training offered?
How are you evaluating the effect of in-service training?
Planning
What planning activities do you undertake?
What involvement do advisers and advisory teachers have in the overall planning 
of the work of the team?
Adviser and advisory teacher training 
Is there a training programme?
What does it cover?
Does the programme include advisory teachers?
Is there a programme of appraisal for advisers and advisory teachers? 
Evaluation
How do you evaluate the work of the team?
Who is involved in this?
Climate
How far do you feel that you work as a team?
Do you have team objectives?
Do you state team priorities?
Is there the opportunity for people to discuss fundamental issues together?
Do people work together?
Are advisory teachers seen as part of the team?
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10 Effectiveness
What are the most effective things an adviser can do?
If you were not constrained by national demands, how would you like to see 
advisers using their time? (chief advisers only)
What are the characteristics of the effective adviser?
What do you look for in appointing advisers (chief advisers only)?
11 The future (chief advisers only)
How do you see the future?
Are you planning to sell services?
How far have you got with this?
What services do you think schools will buy?
12 Personal (chief advisers only
How do you spend your time?
How much time do you spend working with advisory colleagues?
What time have you spent with advisory colleagues in the past week?
What time do you spend visiting schools?
What do you think are the most important things for you to do personally if your 
team is to be effective?
Interviews with advisory teachers
1 Organisation
To whom are you responsible?
Would you describe the way your work is organised?
Are there any particular problems about this organisation?
2 Management
How is your work managed?
How free are you to plan your own time?
What is required of all advisory teachers?
What records are required?
What use is made of them?
3 School support
What are you able to do to support schools?
How much time are you able to devote to this?
Who decides which schools you support?
Are there any problems about this way of working?
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4 Teacher development
What role are you now playing in in-service training?
Are schools taking up the training offered?
How are you evaluating the effect of in-service training?
Are you able to follow up in-service training in the schools?
5 Planning
What planning activities do you undertake?
Who is involved in this process?
Are you involved in any way with planning for the whole service?
6 Adviser and advisory teacher training
Is there a training programme for advisory teachers?
What does it cover?
Is there an appraisal programme for advisory teachers?
Are there any aspects of training which you would like but which are not covered?
7 Evaluation
How do you evaluate your work?
Who is involved in this?
8 Climate
How far do you feel that you work as a team either as advisory teachers or as part 
of the main advisory team?
Do you have team objectives?
Do you state team priorities?
Is there the opportunity for people to discuss fundamental issues together?
Do people work together?
9 Effectiveness
What do you think are the most effective things an advisory teacher can do? 
What are the characteristics of the effective advisory teacher?
Questions to headteachers
1 How often do you see members of the advisory team in your school? When was the last 
time someone visited?
2 Do they come with a given programme or are they free to work in whatever way seems 
best at the time?
3 What is your reaction to their visits?
4 Have you ever requested a visit from an adviser? If so, what purpose had you in mind?
5 How do you view the way your local service is organised at the present time?
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6 Do you discuss your problems as headteacher with an adviser? Is he/she able to be 
helpful to you?
7 In what areas of your work do you welcome advisory support?
8 What services would you buy from the present advisory service? How do you view the 
prospect of buying services from them rather than having them available as a matter of 
course?
9 Have you had an advisory teacher working in your school?
10 What was your reaction to his/her work?
11 Local authorities are having to cut staff because of government charge capping. This 
may mean cutting the advisory service. Would you choose to cut advisers or advisory 
teachers?
12 What is your picture of the effective adviser? What is he/she like?
13 Have you people who fit this description in your local team?
14 What is your reaction to the in-service opportunities offered by your authority?
15 Are there any areas of work in which you would welcome a kind of advisory support 
which is not available at present?
Interviews in schools which had been inspected 1
1 How long ago was the inspection of your school? When did you get the report?
2 What preparation did the team do with you before the inspection? Were you happy with 
this? Was there anything they could have done to improve the programme?
3 How was the actual inspection organised?
4 Did you feel that enough was seen for valid judgments to be made?
5 Was there sufficient discussion with teachers before and after their work was seen?
6 Was there adequate feedback to the school generally immediately following the inspec­
tion?
7 Were you happy with the way the advisers operated in the school?
8 Were you happy with the outcomes of the inspection? Did you recognise the judgments 
made as valid? Was the picture of the school a recognisable one?
9 Were you happy with the written report?
10 What have you done as a result of the inspection?
11 What follow up has there been by the advisory service since the inspection?
12 How satisfactory has this been?
13 How were the governors involved?
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Interviews with teachers
Teachers were questioned on general issues as well as inspection in the 12 schools visited. 
The following questions were the basis of the interview:
1 How often do members of the advisory team visit your school? When was the last time 
someone visited?
2 What is your reaction to their visits?
3 Have you ever requested a visit from an adviser? If so, what purpose had you in mind?
4 How often do you change what you are doing or do something new as a result of a visit 
from an adviser or advisory teacher?
5 Do you ever discuss your problems in the classroom with an adviser? Is he/she able to 
be helpful to you?
6 In which areas of your work do you welcome advisory support?
7 What is your picture of the effective adviser? What is he/she like?
8 Have you people like this in your local team?
9 Have you experienced working with an advisory teacher?
10 What is your reaction to this experience?
11 What is your reaction to the in-service opportunities offered by your authority?
12 Are there any areas in which you would welcome advisory support which is not
available at present?
These questions produced an enormous variety of material. Not all questions were 
asked of every group because in some cases an individual question would lead to interesting 
discussion which was pursued and this meant that there was not time to finish the list. Where 
this happened it was the more factual questions which were omitted.
All groups talked very freely and were prepared to be critical as well as positive about 
their experiences.
Analysis of interview material
The interviews were transcribed and analysed according to the criteria described in chapter 
3, thus adding to the information gleaned from the questionnaires.
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5 THE NATIONAL SURVEY
A questionnaire survey of all authorities was undertaken in February 1993 to see what 
changes were being made in the organisation and work of the advisory services. This was 
undertaken in collaboration with the Educational Management Information Exchange. A 
copy of the questionnaire is given in appendix 2.0. It was hoped that the survey would give 
a perspective on the results of the study. Sixty four authorities replied (53%).This included 
27 counties, 22 metropolitan boroughs and 15 London boroughs.
The survey looked at the following:
1 The extent to which authorities had moved from providing a free advisory service to 
one for which schools would be expected to pay.
2 The services which authorities were making available to schools other than their own.
3 The services which were being discontinued.
4 The extent to which the services were becoming involved in the arrangements for 
inspection of schools under the Office for Standards in Education (OFSTED) and LEA 
plans for inspection.
5 The effect of the changes on the numbers of advisers, inspectors and advisory teachers.
6 The services which authorities were expecting to provide for further education and 
sixth form colleges.
7 The extent to which the LEAs would be expected to pay for advisory services.
8 The future organisation of advisory services.
Services provided from September 1993
Twenty services were listed covering roughly the same items as those listed in the 
questionnaires in the study under D, E and F, i.e. inspection, support and advice and in- 
service education. LEAs were asked to tick in columns under the overall headings ‘Services 
provided in September 1992’ and ‘Proposed service provision from September 1993’. The 
columns under the second heading were ‘Provided free by the LEA ’, ‘Available on sale to 
LEA schools’, ‘Available on sale to other schools’ or ‘Service discontinued’.
In the event there was misunderstanding on the part of some authorities over the section 
on services in 1992 and 33 (52%) ignored this section altogether. With so large a number 
omitting the section it seemed likely to yield little useful evidence to set alongside the 
proposals for 1993 and no attempt was made to analyse such information as was given. It 
seemed likely in any case that almost all of the services listed would have been part of the 
work of the advisory service in most authorities.
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The replies were analysed under types of authority i.e counties, metropolitan boroughs 
and London boroughs as well as for all these authorities together.
The overall picture
It was clear from the way the forms were completed that a number of authorities were offering 
a mixed economy with some services paid for and some free. There were also some 
authorities where the basic service was free and the schools were able to buy extra. Five 
counties were selling some services to secondary schools but providing them free to primary 
schools.
Some authorities were providing a basic service free and selling further services. 
Overall more services were still being provided free than for payment. There were only 3 
exceptions to this. These were provision of in-service courses, (48% offered free and 76% 
for payment), advice on learning and teaching strategies (52% offered free and 62% for 
payment) and supporting National Curriculum development where both the free service and 
the payment service were offered by 62% of authorities. (NB these figures include authorities 
which were both offering services free and also for payment.)
The following are offered by 75% or more of authorities as a free service: 
Monitoring action taken following inspection - 50 authorities 
Advice on provision for pupils with special needs - 55 authorities 
Involvement in the appraisal of headteachers - 56 authorities 
Advice on headteacher appointments- 53 authorities 
Advice on problems in schools - 45 authorities
Support for schools in developing staff appraisal schemes - 45 authorities 
Advice on the design and equipping of new schools - 53 authorities 
Involvement with education otherwise and home tuition - 55 authorities 
Monitoring and advice on health and safety - 52 authorities 
Although some of these are statutory requirements for the LEA several authorities are 
charging for these services.
Only one service had more than 75% of authorities offering it for payment and this was 
in-service education. This was also the service most often offered to other schools.
A  few authorities offered all or almost all the services listed to other schools although 
only two authorities list ‘Involvement with education otherwise and home tuition’ The 
following are listed by 40% or more LEAs:
Providing advice and support following inspection - 26 authorities 
Providing support and help with staff development programmes - 28 authorities 
Provision of in-service courses - 37 authorities 
Advice on school management - 30 authorities
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Monitoring and supporting the progress of the School Development Plan - 27 
authorities’
Advice on problems in schools - 26 authorities 
Supporting National Curriculum development - 31 authorities 
Advice on learning and teaching strategies - 33 authorities.
Very few services were to be discontinued. One authority was planning to discontinue 
‘Monitoring action taken following inspection’ and another ‘Advice on headteacher appoint­
ments’. Four authorities were planning to cease ‘Acting as general/link adviser’ and one 
‘Supporting National Curriculum development’. Two would no longer provide ‘Support for 
schools in developing staff appraisal schemes’ and one would not provide ‘Advice on the 
design and equipping of new schools’. Six authorities would discontinue ‘Advice on teacher 
appointments’ and 5 would no longer provide ‘Support for individual teachers’. Two planned 
to give up ‘Involvement with education otherwise and home tuition ’ and one ‘Monitoring and 
advice on health and safety’.
Comparison of types of authority
The counties had nine items where more authorities were providing services for sale than free. 
The metropolitan boroughs had only 2 such items of which one had the same number of free 
items and items for sale. The London boroughs had 4 of which 2 were the same numbers. 
These differences may simply reflect the differences in numbers of authorities replying.
There were only 6 items where 75% or more county authorities were providing a free 
service compared with 10 items in each of the metropolitan boroughs and London boroughs. 
Given the larger number of county authorities this was probably a genuine difference with 
counties more likely to sell services to schools. This is borne out by the percentage of counties 
given under each of the items on sale to LEA schools. The counties list had 2 items where 
75% or more of the authorities were planning to sell while the other authorities had no items 
at this level. It also had 17 items where the percentage of authorities planning to sell was 40% 
or above compared with only 2 items from the metropolitan authorities and 8 in the London 
boroughs.
The London boroughs had the highest proportion of services they were planning to sell 
to other schools than their own with 16 of the items having 40% or more of authorities 
planning to sell. Comparable figures for counties and metropolitan authorities were 12 and 
1 respectively.
The metropolitan authorities had the highest proportion of services they were planning 
to discontinue although the numbers of these were very low. There were ten items which 
individual borough authorities were planning to give up compared with only 2 in the counties 
and 2 in the London boroughs.
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Fig 5.1 COUNTIES SERVICE FROM  SEPTEMBER 1993
SERVICES C O U N T IE S
The percentage is the percentage o f counties 
which replied ticking this item
Provided 
free by 
L E A
Available  
on sale to 
L E A  
schools
Available  
on sale to 
other 
schools
Service
discontinued
No % No % N o % N o %
Monitoring action taken following inspection 21 78 13 48 9 33 0 0
Providing advice and support following an 
inspection
13 48 19 70 11 41 0 0
Providing support and help with staff 
development programmes
11 41 21 78 14 52 0 0
Provision o f in-service courses 11 41 24 89 15 55 0 0
Advice on provision for pupils with special 
needs
23 85 12 44 9 33 0 0
Advice on school management 16 59 19 70 15 55 0 0
Monitoring and supporting the progress o f the 
School Development Plan
18 67 17 63 14 52 0 0
Involvement in the appraisal o f headteachers 24 89 7 26 11 41 0 0
Advice on headteacher appointments 20 74 12 44 13 48 0 0
Acting as general/link adviser 19 70 14 52 10 37 1 4
Advice on problems in schools 18 67 15 55 13 48 0 0
Supporting National Curriculum development 16 59 20 74 15 55 0 0
Advice on teaching and learning strategies 14 52 19 70 16 59 0 0
Support for schools in developing 
staff appraisal schemes 18 67 13 48 11 41 0 0
Advice on the design and equipping o f new 
and remodelled schools 24 89 7 26 10 37 0 0
Advice on teacher appointments 16 59 17 63 12 44 0 0
Support for individual teachers 14 52 18 67 9 33 1 4
Involvement with education otherwise and 
home tuition 24 89 1 4 1 4 0 0
Advice on resources for learning 13 48 18 67 10 37 0 0
Monitoring and advice on health and safety 26 96 11 41 8 28 0 0
Other services (please specify)
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Fig 5.2 M ET BOROUGHS SERVICE FROM  SEPT 1993
SERVICES M E T R O P O L IT A N  
B O R O U G H S
The percentage is the percentage o f 
boroughs which replied ticking this item
Provided 
freeby L E A
Available  
on sale to 
L E A  
schools
Available  
on sale to 
other 
schools
Service
discontinued
N o % N o % N o % N o %
Monitoring action taken following inspection 17 77 3 14 6 27 1 4
Providing advice and support following an 
inspection
17 77 6 27 7 32 0 0
Providing support and help with staff 
development programmes
14 63 8 36 7 32 0 0
Provision o f in-service courses 11 50 14 63 11 50 0 0
Advice on provision for pupils with special 
needs 18 82 5 23 5 23 0 0
Advice on school management ; 17 77 7 32 7 32 0 o
Monitoring and supporting the progress o f the 
School Development Plan
17 77 7 32 6 27 0 0
Involvement in the appraisal o f headteachers 19 86 2 9 4 18 0 0
Advice on headteacher appointments 21 95 1 4 3 14 1 4
Acting as general/link adviser 15 68 4 18 5 23 1 4
Advice on problems in schools
17
77 5 23 5 23 0 0
Supporting National Curriculum development 15 68 11 50 7 32 1 4
Advice on teaching and learning strategies 12 54 12 54 8 36 o 0
Support for schools in developing 
staff appraisal schemes 15 68 5 23 3 14 2 9
Advice on the design and equipping o f new  
and remodelled schools 17 77 2 9 3 14 1 4
Advice on teacher appointments 11 50 5 23 5 23 5 23
Support for individual teachers 11 50 7 32 5 23 4 18
Involvement with education otherwise and 
home tuition 19 86 0 0 0 0 2 9
Advice on resources for learning 14 63 8 36 4
18 0 0
Monitoring and advice on health and safety 13 59 5 23 2 9 1 4
Other services (please specify)
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■Fig 5.3 LO NDO N BOROUGHS SERVICE FROM  SEPT 1993
SERVICES L O N D O N  B O R O U G H S
The percentage is the percentage of 
boroughs which replied ticking this item
Provided 
free by 
L E A
Available 
on sale to 
L E A  
schools
Available 
on sale to 
other 
schools
Service
discontinued
N o % No % N o % No %
Monitoring action taken following inspection 12 80 4 27 7 47 0 0
Providing advice and support following an 
inspection
11 73 7 47 8 53 0 0
Providing support and help with staff 
development programmes
11 73 7 47 7 47 0 0
Provision o f in-service courses 9 60 11 73 11 73 0 0
Advice on provision for pupils with special 
needs
14 93 2 13 4 27 0 0
Advice on school management 10 67 10 67 8 53 0 0
Monitoring and supporting the progress o f the 
School Development Plan
12 80 5 33 7 47 0 0
Involvement in the appraisal o f headteachers 13 87 1 7 7 47 0 0
Advice on headteacher appointments 12 80 2 13 6 40 0 0
Acting as general/link adviser 9 60 3 20 3 20 2 13
Advice on problems in schools 10 67 6 40 8 53 0 0
Supporting National Curriculum development 9 60 9 60 9 60 0 0
Advice on teaching and learning strategies 7 47 9 60 9 60 0 0
Support for schools in developing 
staff appraisal schemes 12 80 2 13 8 53 0 0
Advice on the design and equipping of new 
and remodelled schools 12 80 2 13 7 47 0 0
Advice on teacher appointments 9 60 5 33 8 53 1 7
Support for individual teachers 12 80 5 33 8 53 0 0
Involvement with education otherwise and 
home tuition 12 80 0 0 1 7 0 0
Advice on resources for learning 9 60 7 47 7 47 0 0
Monitoring and advice on health and safety 13 87 1 7 4 27 0 0
Other services (please specify)
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Fig 5.4 O VE R A LL  SERVICE FROM  SEPTEMBER 1993
SERVICES A L L  A UTH O R IT IE S
The percentage is the percentage o f 
authorities which replied ticking this item
Provided 
free by 
L E A
Available  
on sale to 
L E A  
schools
Available  
on sale to 
other 
schools
Service
discontinued
No % N o % No % N o %
Monitoring action taken following inspection 50 78 20 31 22 34 1 2
Providing advice and support following an 
inspection
41 64 32 50 26 41 0 0
Providing support and help with staff 
development programmes
36 56 36 56 28 44 0 0
Provision o f in-service courses 31 48 49 76 37 58 0 0
Advice on provision for pupils with special 
needs
55 86 19 30 18 28 0 0
Advice on school management 43 67 36 56 30 47 0 0
Monitoring and supporting the progress o f the 
School Development Plan
47 73 29 45 27 42 0 0
Involvement in the appraisal o f headteachers 56 87 10 16 22 34 0 0
Advice on headteacher appointments 53 83 15 23 22 34 1 2
Acting as general/link adviser 43 67 21 33 18 28 4 6
Advice on problems in schools 45 78 26 41 26 41 0 0
Supporting National Curriculum development 40 62 40 62 31 48 1 2
Advice on teaching and learning strategies 33 52 40 62 33 52 0 0
Support for schools in developing 
staff appraisal schemes 45 78 20 31 22 34 2 3
Advice on the design and equipping o f new  
and remodelled schools 53 83 11 17 20 31 1 2
Advice on teacher appointments 36 56 27 42 25 39 6 9
Support for individual teachers 37 58 30 47 22 34 5 8
Involvement with education otherwise and 
home tuition 55 86 1 2 2 3 2 3
Advice on resources for learning 36 56 33 52 21 33 0 0
Monitoring and advice on health and safety 52 81 17 27 14 22 1 2
Other services (please specify)
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It is interesting to consider the reasons for the differences among the groups of 
authorities. The Education Authorities Yearbook (1992) gives the numbers in advisory 
teams in relation to the number of schools in each authority. A study of these figures reveals 
that counties are generally staffed at a relatively lower level than metropolitan boroughs 
which in turn are worse staffed than the London Boroughs. Since the counties are normally 
larger in the number of schools and in geographical size than either the London or the 
metropolitan boroughs they might be expected to have larger teams relatively to make up for 
time spent travelling and the need for middle management posts. In practice this is not the 
case and this may partially account for the fact that more counties than boroughs are planning 
to sell services to their schools and for the fact that more boroughs are planning to sell services 
outside their own authority. The counties are likely to have difficulty in providing services 
once they have been reduced in size and by selling services they may be best able to survive. 
London boroughs, being better staffed can more easily provide services for those outside the 
authority.
There are also probably political reasons for the differences. The counties tended at the 
time of this survey to be more likely to be conservative controlled and therefore more 
interested in developing the free market the government would like to see than the urban 
authorities which were more likely to be labour controlled.
Other services being offered
The questionnaire asked authorities to state other services being offered. The following were 
listed:
Whole school inspections; further education (FE), adult education (AE) inspections; 
inspection of aspects of a school; managing centres; induction of new teachers; headteacher 
induction; headteacher mentoring; library services; initiatives across schools; information 
technology; specific projects; accredited quality development programme; financial serv­
ices; information and statistics; support for redeployment; music; outdoor and environmental 
education; preparation for inspection; supported self-evaluation; pre-inspection audit; gen­
eral advice; surveys; National Curriculum moderation; analysis of performance indicators; 
publications on aspects of curriculum; investigation of complaints; advice on redundancy; 
general advice for governing bodies; courses for administrative, professional and technical 
staff; brokerage for open university courses; accredited National Vocational Qualifications 
(NVQ) management development courses; professional accreditation; assessment coordina­
tion and post inspection support.
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Numbers of advisers, inspectors and advisory teachers
The money for financing OFSTED inspections was taken from LEAs at a time when local 
authorities were finding it difficult to maintain services because of financial pressures. The 
LEAs were also losing advisory staff because of grant maintained schools which required 
them to contribute the cost of centrally maintained services such as the advisory service. This 
meant that the majority of authorities were reducing their advisory services and the 
questionnaire asked for details of numbers involved of both advisers/inspectors and advisory 
teachers. The results showed that county authorities were reducing from 885 advisers in 
September 1992 to 752 in September 1993, a reduction of 15%. Metropolitan boroughs were 
reducing from 447 advisers to 335 (25%) and London boroughs from 233 to 190 (18%). 
Overall this was a reduction from 1565 to 1277 (18%).
Maychell and Keys, (1993) asked a similar question for the period between September 
1991 and September 1992. This showed an addition to existing teams of 6 advisers and a loss 
of 35; i.e. an overall decrease of 29 posts nationally. Advisory teacher numbers increased by 
4 and decreased by 48, giving a national decrease of 44 posts.
When we consider that, in addition, many advisory teams will be spending much of 
their time inspecting schools and dealing with headteacher appraisal, it appears that the 
service schools are likely to receive will be more limited than in the past.
The reductions in advisory teachers were even more disturbing. In the counties there 
will be a reduction from 809 to 508 (37%). In the metropolitan boroughs the reduction is from 
439 to 253 (55%) and in the London boroughs the reduction will be from 222 to 142 (36%). 
Overall the reduction is from 1470 advisory teachers in September 1992 to 903 in September 
1993 (38%). This study has shown that teachers rate advisory teacher support highly, in many 
cases more highly than adviser support. This reduction is therefore a matter for concern, 
especially as there will also be a lack of adviser support at a time when teachers need support 
in developing the National Curriculum and in assessment and activities such as headteacher 
appraisal are likely to be expensive in adviser time.
Government intention here is probably to create private teams which schools can buy 
in. Advisers and advisory teachers losing their jobs are likely to go into consultancy if they 
can find enough work to make a living. Two of the chief advisers of the 4 authorities in this 
study had already left for this purpose before the study was completed. Both intended to set 
up groups which could tender for OFSTED inspections and also provide advice and training 
for schools. The private teams will then be competing with the residue of local authority 
teams who will also be selling services. This places schools in a position where they can make 
a choice but choice may be difficult until the abilities of the teams operating in any area are
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known. It is also unlikely that schools will have very much money for this purpose and they 
may well choose to spend it on staff and books and equipment rather than advice. The 
Canadian experience in a similar situation is that schools operated a quid pro quo with other 
schools, advising each other rather than paying an outside agent for advice.
There must also be concern in that there will be schools which need firm advice and 
persuasion to change their ways. Most authorities are retaining a small force of advisers who 
may find themselves spending a great deal of time in the worst of their schools and with the 
worst of their teachers. There will be complaints from parents which need to be dealt with and 
there will be schools which appear to satisfy parents but which are not giving children a full 
education. These need advisers rather than consultants. Some poorly performing schools may 
be identified as a result of the four yearly inspection but in the meantime children will suffer 
an inferior education. In the past authorities have been aware of such schools and advisory 
services have tried to do something about them. This may not be possible in the future because 
it will be difficult for the reduced service to know the schools.
There must also be concern about the size of the residual teams of advisers. The Audit 
Commission Report on advisory services (1989, p.30) stated that ‘It is hard to see how the 
range (of skills) could be achieved with fewer than 17 inspectors and advisers.’ If this 
measure were applied to the teams as they will be next September, 2 counties (7%) would 
have inadequate teams, 12 of the metropolitan boroughs (54%) would not have enough skills 
to do the work and nor would 13 of the London boroughs (87%). There are also individual 
cases where the numbers are very low indeed. One county has a team of only 7 advisers. Five 
metropolitan boroughs have teams in single figures of which the lowest is 4. Five London 
boroughs also have teams in single figures of which the lowest is 5. It seems likely that other 
authorities will have to follow the example of authority A  and its neighbours who have 
decided to create a consortium in order to have the necessary range of skills. One London 
borough had also made its whole advisory team redundant and was relying on buying in any 
advice it needed.
Advice to further education, tertiary and sixth form colleges
Authorities were asked whether they planned to offer a service to further education, tertiary 
and sixth form colleges. Twenty one counties hoped to do so, 11 metropolitan boroughs and 
11 London boroughs, 43 authorities altogether.
All services would, of course, be charged for, either on the basis of subscription or ‘pay- 
as-you-use’. Services mentioned included on-site consultancy, curriculum and department 
audit, support for staff development, appraisal, help with records of achievement, the 
development of quality assurance schemes, appointments, evaluation/review, post TVEI
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consortium, support for planning, work on course improvement, especially A level and 
GCSE provision, arrangements for curriculum continuity with schools and pay roll.
Advice to the LEA
This study has not been concerned with advice to the LEA but it was thought relevant to 
include it in this survey to see the extent to which services were being sold to LEAs by 
advisory services.
All the advisory teams would continue to advise their LEAs but 10 of the counties 
would charge for this advice and 16 would give it free. Two advisory teams would charge for 
some advice and supply other advice free and 3 authorities did not reply to this question. In 
the metropolitan boroughs 5 would charge for advice and 16 would give it free. One authority 
did not reply to this question. In the London boroughs 6 were charging for it and 10 giving 
it free. Two would charge for some advice and give other advice free and one authority did 
not reply.
Inspection plans
The 27 counties which replied to the questionnaire planned to have 376 Registered Inspectors 
and 571 team members. The 22 metropolitan boroughs expected to have 256 Registered 
Inspectors and 189 team members and the 15 London boroughs, 130 Registered Inspectors 
and 114 team members. This gives 762 Registered Inspectors altogether and 874 team 
members. This suggests a need for a good many more team members who may presumably 
come from former HMI, higher education, and retired advisers and headteachers although 
presumably advisers will sometimes act as Registered Inspectors and sometimes as team 
members.
Three hundred and seventeen of the Registered Inspectors and 518 of the team 
members in counties would also do advisory work. In the metropolitan boroughs 232 
Registered Inspectors and 171 team members would also do advisory work and in the London 
boroughs the numbers were 95 and 93. Only one authority planned to take no part in the 
OFSTED inspection programme and there were a small number of individual advisers in 
other authorities who would concentrate on advisory work and do no inspection. There would 
be 35 of these in the counties of whom 22 were from the authority not taking partin OFSTED 
inspections. There would be 43 in the metropolitan authorities and 13 in the London 
boroughs. This gives 91 altogether.
Authorities were asked what their plans for inspection were. Seventeen authorities 
planned to concentrate on bidding for inspection of their own schools. These included 12
99
■counties, 4 metropolitan boroughs and 3 London boroughs. It is easier for county teams to 
bid for their own inspections because their larger numbers mean that it is easier to assemble 
a team which does notknow the school to be inspected, which is a requirement. It is also easier 
to assemble a team from a larger number of inspectors. Authority A, for example, does not 
have the full range of specialisms in its team of inspectors and normally had to involve 
advisory teachers in inspections of secondary schools in order to provide a sufficient range 
of expertise. The reductions in team size recorded above will make it even more difficult for 
teams in the London boroughs and in some metropolitan boroughs to tender.
Seven authorities planned to tender for schools outside their own authorities as well as 
within and 2 metropolitan boroughs planned to bid outside but not within, presumably 
because of the difficulty that everyone in the team knew all the schools. Thirty two authorities 
stated that they would bid for OFSTED contracts but did not say whether this was within their 
own authority or outside it or both.
Nine authorities made the point that they would be continuing with their own pattern 
of inspection for the next year. Three stressed support for schools and one Welsh county made 
the point that support would take priority.
Future patterns of organisation
The majority of authorities had reorganised in order to meet the changes which the reduction 
in financial provision had forced upon them and the coming changes in the provision of 
inspection.
A  London borough (1993, p. 1) in a paper to committee, set out the principles on which 
its advisory service operated. These were as follows:
The primary client is the learner or young person.
All learners are of equal value and entitled to equal access to education.
The education of the whole person is important and s/he should be actively involved in her/his own 
learning,
Each pupil or student is entitled to continuity of curricular progression and learning experience,
A west of England county (1993, p.6) provided a general paper about the advisory 
service which gave their view of the role of the inspector/adviser:
The role of the inspector is a taxing one. Inspectors must work as critical friends able to enquire freely, 
speak frankly and advise honestly and yet must be able to return regularly to work in harmony with a 
school and its staff. Such a relationship makes demands both upon the officer and the institution. It has 
to be nurtured over a long period of time, for the good of the schools and colleges and the well being of 
the service. The relationship must not be founded on anything less than personal honesty and total 
professional integrity.
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A north west county (1993, p.9) in a paper to its Education Committee which 
considered the alternative possibilities for the future, made the following point about its 
advisory service:
The County Council would be very seriously weakened as an LEA if it were unable to offer any 
curriculum leadership based on clearly articulated values, except through external consultancy. Schools 
might feel less willing to remain with a County Council which had no direct input on curriculum support 
and development.
Six authorities were operating with a separation of advice and support. A  north west 
borough, for example, described its provision as 'separate services for inspection and advice, 
both with their own budgets which would be self-financing by April 94.’
Twenty three authorities - 13 counties, 6 metropolitan boroughs and 4 London 
boroughs were organising on the basis of business units of one sort or another. The following 
were some of the descriptions of the way services will be operating:
i) Head of inspection team to purchase advisers’ time for inspections from the Chief Adviser.
ii) Schools to purchase advisers’ services through a service level agreement.
iii) A proportion of advisers’ time to be funded by centrally held funds as ‘core’ time.
West of England county
A series of self-managing teams under an overall business manager, but with 4 cross team management 
functions: marketing, research and development, quality assurance, appraisal/staff development.
West of England county
Schools have been asked and have agreed to subscribe to maintain a wider team of advisory teachers in 
1993-4 for National Curriculum areas. Non-subscribers will be charged a daily rate for consultancy. 
Northern metropolitan borough
The inspectorate will be disbanded and a core team of 3 will fulfil a monitoring role. The advisory team 
will operate a trading account prior to a full externalised service.
London borough
One London borough had provided a document for schools (undated) which gave the 
charges it makes for inspection and advisory work. Inspection was charged at £320 a day with 
a discount of 10% for inspections lasting 5 days or more. Advisory work, mainly with 
advisory teachers, was charged at £260 for each full day.
A west of England county (1993) had also provided a document for schools which 
included detailed information about what schools were entitled to if they subscribed to the 
advisory services. The charges for the basic entitlement were £829 per school plus £3.13 per 
pupil. Subscribers could then purchase additional services at a cost of £338 per primary 
school plus £1.95 per pupil, £900 per special school plus £1.95 per pupil and £2, 250 per 
secondary school plus £1.95 per pupil (p.3,4).
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An east coast county (1993, p.l) provided a publication which set out its services in 
detail but not their cost. The introduction is headed ‘How IATS will work for you’ which 
includes the following paragraphs:
The new Inspection,Advice and Training Services (IATS) unit is established on sound business 
principles to offer high quality services to schools, colleges and other clients. It has been formed in such 
a way that it is capable of providing a full and comprehensive range of services to schools and colleges.
Quotations for work will be provided quickly and we can explore a range of approaches which are 
tailored to meet your budget and your needs. We can also provide packages of services which are 
particularly helpful to the smaller school or schools with limited budgets.
A  south midland county (1992,p.2) in a paper to committee noted that the time between 
OFSTED inspections was long and there was a need to monitor schools on a regular basis.
The LEA will therefore continue to need to monitor and evaluate its schools and provide crisis support, 
in order to carry out its duties and commitments. It is recommended that a ‘framework for Curriculum 
Monitoring’ be developed which would consist of a monitoring schedule for all schools to complement 
the national inspection programme. It is hoped to subsume, as far as possible, the substantial 
documentation required by OFSTED and the Department for Education (DEE) in order to minimise the 
load on schools.
A  north west county (1993, p. 14) described a survey of the views of its schools about 
delegation of a wide range of services including the advisory service. While there was 
general support for delegation, the smaller primary schools expressed concern, pointing out 
that a per capita basis for delegation would be disadvantageous to them. It would be 
necessary to find a way to devolve money to small primary schools which allowed them to 
buy back the services they needed. The headteachers also made the point that:
Short term considerations of the market should not be allowed to diminish services which schools would 
continue to need in the long term but which might not survive on the basis of being dependent on buy 
back at a time of considerable financial constraint.
A Welsh county (1993, p. 1,5) expressed concern about many aspects of the changes 
in a paper to its Education Priorities Sub-committee and lists some fundamental considera­
tions to be considered in making changes:
i) The strategic aims of safeguarding values and aims, the spirit of partnership, good practice, 
experience and expertise, and to transfer as much as possible of what is considered of value in 
the present system to the new system;
ii) The need to develop a new framework to support a different kind of relationship with our schools;
iii) The need to develop an effective marketing system, which demands a major attitudinal change 
within the authority;
iv) The need for a support programme to enable the Department’s staff to develop the kind of new 
skills that will be required to manage the change successfully.
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The same authority makes a clear statement about the change in relationships between
LEAs and schools:
Priorities will need to be established to a far greater degree in schools rather than centrally. The present 
arrangements whereby the authority takes the lead with regard to service developments and establishes 
priorities in consultation with schools will be inverted: the schools will decide which services they 
require to meet the objectives set out in their Development Plans, and the services which are provided
will need to be responsive and appropriate.
Eight of the authorities replying were still working out the best way to organise their
advisory work.
Summary
1 More services were to be offered free than for payment, but some authorities were 
operating a mixed economy with some basic services provided free and further service 
provided for payment. Many authorities were providing a basic package for which 
schools could subscribe plus a ‘pay-as-you-use’ service. More counties were selling 
services than metropolitan or London boroughs.
2 All services were being made available to other than LEA schools by a number of 
authorities. Nine services would be made available by 40% or more of authorities.
3 Very few services were to be discontinued. The metropolitan authorities were planning 
to discontinue 10 items compared with only 2 in the counties and London boroughs.
4 All but one authority planned to become involved to some extent with OFSTED 
inspections. Seven planned to bid for schools outside their own authorities as well as 
within and 2 metropolitan boroughs planned to bid outside only.
5 The changes coming about have resulted in serious decreases in the numbers in the 
service. There would be overall, areduction of 18% in the numbers of advisers and 38% 
in the numbers of advisory teachers by September 1993. When the time for inspection 
is taken into account, this must leave comparatively little time for advisory work. It is 
also a matter for concern that 2 counties, 12 metropolitan boroughs and 13 London 
boroughs will have fewer than 17 advisers which was the figure considered by the 
Audit Commission (1989) to be the minimum size needed for an effective team.
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6 Forty three authorities planned to offer services to further education, tertiary and sixth 
form colleges.
7 Twenty one authorities planned to charge their LEAs for advice.
8 There was a variety of different types of organisation planned. Six authorities were 
planning to separate advice and inspection, some with regret. Twenty three authori­
ties were organising on the basis of business units of one kind or another. There 
was some recognition of the need to continue monitoring the work of schools.
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6 THE FOUR AUTHORITIES STUDIED
The work of the advisory teams in four local education authorities was studied in some detail. 
The four authorities were chosen to represent different geographical areas of the country and 
different forms of organisation (cf. p.76). One, referred to as authority A, was an outer 
London borough and another, authority B, a metropolitan district in the north of England 
which consisted of a central town and a number of small towns and villages. The two others 
were both shire counties, one, authority C, in the north midlands and the other, authority D, 
in the south midlands. The authorities varied considerably in size. Authority A had a total 
population of 133,900, which makes it among the smallest of the outer London boroughs. It 
had 51 schools and an advisory team of 9, a ratio of 5.1 schools per adviser. Authority B ’s 
total population was 312,000, which is somewhere near to the average size for metropolitan 
districts, with 185 schools and an advisory team of 22, a ratio of 8.4 schools per adviser. 
Authority C had a total population o f891,900. This places it among the larger counties. It had 
an advisory team of 44 and 427 schools, a ratio of 9.7 schools per adviser. Authority D had 
a total population of 525,000, which is near the average for shire counties, 315 schools and 
an advisory team of 33, a ratio of 9.4 schools per adviser.
Each authority also had a quota of advisory teachers. Authority A  had a team of 19 
which helped to compensate for the gaps in specialisms in the advisers’ team. This gave aratio 
of 2.7 schools per advisory teacher or, if advisers and advisory teachers are added together, 
a ratio of 1.8 schools per member of the advisory team. Each advisory teacher was responsible 
to an adviser.
Authority B had 21 advisory teachers, a ratio of 8.8 schools per advisory teacher or 4.3 
schools per member of the advisory service. In authority C there were 48 advisory teachers, 
a ratio of 8.9 schools per advisory teacher or 4.6 schools per member of the advisory service. 
Authority D had 52 advisory teachers, a ratio of 6.1 schools per advisory teacher or 3.7 schools 
per member of the advisory service.
Each of the four authorities was differendy organised. Authority A  organised its team 
so that everyone was involved in both inspection and advice and each member was also 
responsible for a group of schools. There were senior posts for primary and secondary 
education and these two advisers coordinated work in the two sectors. The small size of the 
team meant that some people had a very large specialist load which included areas in which 
they were not expert. The team dealt with this by involving some advisory teachers in 
secondary school inspections, with the agreement of the school, in order to bring in specialist 
advice. The advisory teacher then advised the person inspecting. The local area was generally 
an affluent one and although two grammar schools remained, the standard of work in the other 
secondary schools was generally high.
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Authority B also organised its advisory team so that everyone had both a specialist and 
a general role. The team had had a long period of stability under the same chief inspector and 
had been able to enhance its primary team in recent years so that primaiy schools generally 
had a link adviser who was a primary specialist. The team also had an area organisation. The 
area was a mixed one with both rural and urban schools.
Authority C had a history of a service which visited schools when invited by the school 
to do so. This had to change with the demand of the 1988 Education Act for LEAs to inspect 
schools and the authority had fairly recently reorganised its team so that every school had a 
general adviser and this pattern was gradually becoming established. There was also a 
division into specialist and general advisers with 23 general advisers and 15 curriculum 
advisers. This authority also divided its overall team into area teams. The county included 
inner city schools, schools in small towns and small rural schools.
Authority D had met the demand for inspection by dividing its team into inspectors and 
advisers, each paid the same salaries. This division meant that it was necessary to duplicate 
each specialism and unfortunately the financial constraints on the authority had made this 
very difficult to do so that 3 people were still working in both capacities. The change had been 
instigated by a new Chief Education Officer and was not popular with any group although the 
inspectors said that it gave them more time to consider what was involved in the process of 
inspection. One headteacher described it as ‘bureaucracy gone mad’. On the other hand, the 
chief adviser felt that it made rather easier the transition to the new situation. The county 
included inner city schools, schools in small towns and rural schools.
Authority A  (1991, p.3) stated its function as being:
1 On behalf of the authority, to monitor the quality of the education in the schools and colleges it maintains.
2 To provide the authority and the officers of its central departments with professional advice relevant to 
the discharge of their functions.
3 To advise schools and colleges:
in effecting improvements where the need for these has been identified by the inspectorate; 
in pursuit of initiatives of headteachers, principals and governing bodies with the aims and 
priorities of the authority
Authority B (1991, pp.2,3) saw the tasks of the advisory service as follows;
to work on behalf of the authority to promote its policies - not least, good quality education; 
to undertake a monitoring and developmental role within the context of the individual school/college, 
overall LEA policies and legislative requirements;
to promote policies and good practice through a repertoire of means - for example, personal contact, in- 
service education, publications and reports;
to recognise that advisory work has many different facets - curricular, managerial, administrative, inter­
personal and legal;
to work with different groups, for example, LEA members, professional officers, governors, headteach­
ers, other staff, parents and young people.
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As a service we believe that:
our work should support schools/colleges, centres to improve the quality of education for students; 
support for the curriculum and curriculum development should be an integral part of our work; 
monitoring, evaluation and inspection will play a central part in providing this support. This should be 
undertaken in partnership with school/colleges/centres;
As a service we can only achieve the work required of us by the LEA and by schools/colleges/centres if we:
ensure that each school/college/centre is well known by at least one adviser;
identify and agree our priorities in the light of the LEA Development Plan;
plan our work systematically;
are clear about our role and functions;
work together with the rest of the Education Department.
Authority D (1990, p.6) stated adherence to the following principles:
the centrality of the learner; 
the importance of people; 
a commitment to quality; 
ever improving efficiency; 
collective responsibility.
It aimed to offer support and advice of a high quality in the following areas of activity:
development planning: 
curriculum development; 
professional development; 
resource development; 
institutional review; 
review of individual standards.
All 4 authorities were keen to have their work evaluated by someone outside the authority and 
were prepared to cooperate in making arrangements for the distribution of questionnaires and 
by arranging interviews. The final reports given to the authorities gave information about how 
their work was viewed by headteachers and teachers. They also gave information about the 
priorities for advisory work as seen by headteachers and teachers and views of the service in 
relation to these, together with information about the views held of inspection, advice and 
support, philosophy and approaches, knowledge, skill and experience of advisers and 
advisory teachers and the relationships advisers and advisory teachers were making with 
schools. The reports also gave information about advisers’ and advisory teachers’ views of 
the climate, organisation and management of their teams and their views of the training they 
had or had not received.The chapters that follow go into each of these areas in greater detail.
Authority C (1990, p.3) listed the following principles:
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7 HEADTEACHERS’ AND TEACHERS5 PRIORITIES 
FOR ADVISORY WORK
Introduction
As the cost of advisory work is gradually transferred to schools, it becomes increasingly 
important for advisers to know what services they require most. The second question in this 
research is therefore ‘What are the priorities of headteachers and teachers for work by the 
advisory service? * This chapter also looks at the third question which is ‘How do these 
compare with headteachers’ and teachers’ views of what is being offered?’
Relevant literature
Maychell and Keys (1993, p.35, 36) asked headteachers to grade the service they received 
under various headings as ‘very good’, ‘quite good’ or ‘not good’. They found that the most 
highly rated item was ‘support for the head’ which around 40% of primary and secondary 
heads and around 30% of special school headteachers judged to be ‘very good’. Almost 40% 
of headteachers were critical of the amount of time given to the school by the advisory service, 
saying that this was ‘not good’. About half the headteachers were dissatisfied with ‘help in 
school development planning’. However, some respondents were conscious that the lack of 
time given to schools was the result of financial constraints.
There were also comments from nursery school staff which were similar to those made 
in the current study (cf.p.199):
Subject advisers are very little use to primary/nursery phase, consequently the two primary phase advis ­
ers we do have are over-worked and spread very thinly.
Bamborough (1992, p. 122) made a survey of what heads of department wanted from 
the advisory service. This showed that:
objective comment, curriculum involvement, innovation and initiation, training, guidance and counsel­
ling of subject staff, promotion techniques i.e. interviewing skills, special events attendance i.e. open 
days, curriculum evenings etc. evaluation were areas where help and expertise were valued from 
advisers. It was felt that the ‘personalised service’ getting to know subject staff, working in schools, 
discussing plans and initiatives were invaluable. Heads of department recognised the problem but felt 
that these things were at the heart of advisory work.
Bamborough also describes the way in which advisers can bring groups of teachers 
together to work at a common interest
Hiscock (1992) describes the response of ten members of one school staff to a study by
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a local authority which asked teachers about their order of priority for the key objectives of 
the advisory service. The teachers, in every case, placed the support role of the advisory staff 
at the top of their list but 6 felt that the authority would give most priority to the monitoring 
and evaluation function and 4 identified as the first objective of the LEA ‘ to work closely with 
other LEA officers to meet the needs of schools and the objectives of the LEA’ although they 
had some doubts about the needs of schools in this objective. All but 2 thought that the 
authority would place the objective ‘to support the development of schools’ either fourth or 
fifth out of 5.
The questionnaires
Chapters 3 and 4 described the development of questionnaires which were distributed to a 
random sample of headteachers and to teachers selected by their heads. The first task on these 
questionnaires was to grade the items given in terms of the priorities they seemed to represent.
Headteachers and teachers were asked to complete the questionnaire by ticking in 
columns headed ‘high priority’ ‘medium priority’ or ‘low priority’ against 27 items in the case 
of headteachers and 22 items in the case of teachers, each of which listed a particular task or 
activity of the advisory services. Headteachers were also asked to grade 8 items against a list 
of tasks and activities of advisory teachers and teachers were asked to do this for 14 items.
Items ticked under ‘high priority’ scored 3 points, those ticked as ‘medium priority’ 
scored 2 points and those under Tow priority’ scored 1 point. In authorities A and B 
headteachers were also asked which services they would buy back from the authority. The 
other two authorities had recently asked this question of schools and did not wish to ask it 
again.
The same questionnaire also asked headteachers and teachers to grade the service they 
felt they had received from the advisory service under ‘good service’, ‘average service’ and 
‘poor service’ and ‘service not used.’ These gradings were again scored with 3 points for ‘good 
service’, 2 points for ‘average service’ and one point for ‘poor service’.
There is a difficulty in making the comparison between the priorities as defined by the 
headteachers and their views of the service because of the item ‘service not used’. However 
it was possible to calculate the scores so to compensate for these items and a decision had to 
be made about whether this should be done or not.
There are two opposing points of view about advisory work. One was defined as follows 
by Wadsworth(1990, p.507).
We recognise that the advisory function should be adjusted to provide equal entitlement to all schools
with an assured quality of service in terms of both monitoring and inspection.
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The other view can be seen in this exchange between two advisers:
A You've got this real tension between providing equity of service spreading across and actually effective
service and the two might be in opposition to each other. It might be very difficult to achieve equity and 
to achieve effective service at the same time and that’s one thing that I’m always thinking about and 
trying to work out strategies to sort of balance the two in some way, but I think it’s very difficult.
B I don’t know how general it is. I’ve got a number of exploding schools and I spend more time with those
exploding schools than I do with the general run. And all the talk of equity.. .the kind of thing that has 
been said in the re-structuring... memos that we had is that we guaranteed that a school would have the 
same kind of attention as others. Well I don’t think that should be real - certainly not in my area. 
Advisers, authority C
It was therefore necessary to make a choice between the two view points. All four 
authorities were attempting to provide equity of service and from this point of view it seemed 
reasonable to interpret the judgements about their services in those terms. However, some of 
the items marked * service not used’ were items such as ‘Advising on the design and equipping 
of new accommodation’ and items which referred to inspection which not all schools were 
likely to have experienced and it was therefore decided to compensate for them.
The priorities and views of headteachers
Priorities in the work of advisers
The individual scores were added to give the table on the next page. This gave the overall order 
in which the headteachers placed the tasks and activities listed, together with the ranking in 
which each authority placed these items and the ranking for primary and secondary schools 
separately. As can be seen there was a good deal of agreement about the priorities. Inspection 
related activities and the National Curriculum and assessment were near the top of all the lists. 
No inspection related activity was lower than half way down the list - the lowest placed was 
‘Identifying shortcomings in the school’ which might be said to have a threatening overtone.
We might expect some items to be higher in the lists. ‘Supporting the school in helping 
teachers experiencing difficulty’ might be expected to come higher than 14th. ‘Advising on 
the appointment of staff’ (22nd) is surprisingly low as is ‘Advising on equipment and other 
resources’ (25th) and ‘Advising on the design and equipping of new accommodation’ (26th) 
although this was probably because few schools have had this experience.
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D8 Discussing work both before and after inspection 1 3 3 4 1 1 1
D1 Evaluating the work of the school through inspection and other visits 2 1 6 5 5 1 2
E9 Supporting work in developing the National Curriculum 3 11 1 1 8 4 4
D6 Giving positive and negative feedback 3 9 10 3 8 3 6
D9 Providing verbal reports 5 9 13 10 5 4 4
Dll Helping the school to follow up the findings of inspection 6 4 11 8 2 5 10
D2 Monitoring the standards of learning and teaching 7 4 2 10 11 7 2
D7 Giving heads opportunity for preliminary explanations pre-inspection 7 6 19 8 3 7 8
E19 Working collaboratively with headteachers 9 11 3 7 12 6 13
DIO Providing written reports 9 2 12 10 5 9 6
ElO Supporting teaching dealing with assessment 9 6 6 1 10 11 11
D5 Identifying shortcomings in the school 12 13 6 5 11 12 8
E12 Advising on provision for pupils with special needs 13 13 3 16 3 13 8
E22 Supporting the school in helping teachers experiencing difficulty 14 6 6 18 16 15 13
E18 Helping headteachers to analyse problems 14 15 14 14 16 14 19
E15 Supporting the head and senior staff in their management roles 16 15 20 18 13 16 18
Ell Advising on provision for learning and teaching 17 20 16 10 16 18 15
F12 Helping the school to develop its plan for appraisal 17 22 16 14 15 18 15
Fll Supporting and helping with staff development programmes 19 15 15 20 19 20 17
E16 Providing advice on the management of the curriculum 19 19 21 16 20 19 23
E14 Supporting headteachers in implementing the school development plan 21 21 21 21 21 21 21
E20 Advising on the appointment of staff 22 15 16 22 23 22 21
E13 Supporting headteachers in making the school development plan 23 22 24 23 22 23 27
E19 Working collaboratively with governors 24 26 25 23 23 24 26
E21 Providing reports on the work of teachers when required 25 22 21 27 24 25 23
E24 Advising on equipment and other resources 26 26 26 25 24 26 19
E23 Advising on the design and equipping of new accommodation 27 25 26 26 26 27 11
I l l
Fifteen of the headteachers replying were heads of secondary schools. This meant that 
the replies were heavily weighted in favour of primary schools. Primary and secondary school 
rankings were given separately but they do not differ greatly. ‘Advising on the design and 
equipping of new accommodation’ may be rated more highly for secondary headteachers 
because more have experienced this and because secondary school accommodation is more 
specialist than at primary level. Secondary headteachers rated ‘Advising on pupils with 
special needs’ more highly than primary headteachers and also ‘Advising on equipment and 
other resources’ although this was only rated nineteenth.
Primary headteachers’ answers when analysed separately differed from those of 
secondary headteachers in very few items. They rated ‘Following up the findings of 
inspection’ more highly and this may be an important point for advisory teams to note. They 
also rated more highly ‘Working collaboratively with headteachers’. This was perhaps not 
surprising in that primary headteachers usually have fewer colleagues with whom to discuss 
problems than their secondary counterparts and have perhaps a greater need for discussion 
with an adviser. They rated less highly advice on special needs and ‘Monitoring the standards 
of teaching and learning.’ In the case of monitoring standards they may have felt that as heads 
they were able to monitor standards themselves to an extent which would not be possible in 
a secondary school.
Services which headteachers would buy from advisers and inspectors 
The headteachers in authorities A  and B were also asked to tick those services they would buy 
providing, of course, that they could afford them. The list that follows is a combined list from 
authorities A  and B. There were very few differences between the views of headteachers in 
these 2 authorities and where differences occurred they were very minor. The numbers are 
the numbers of ticks each item received. The percentage is that of the possible number of ticks
this represents.
1 56 (79%) Evaluating the work of the school through inspection and other visits
2 52 (73%) Providing written reports
3 50 (70%) Monitoring the standards of learning and teaching
4 49 (69%) Discussing work both before and after inspection
5 46 (65%) Helping the school to follow up the findings of inspection
6 44 (62%) Giving heads the opportunity for preliminary explanations pre-inspection
7 43 (61%) Supporting teaching dealing with national assessment
43 (61%) Supporting the school in helping teachers experiencing difficulty
9 41 (58%) Giving positive and negative feedback
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41 (58%) Providing verbal reports
41 (58%) Supporting work in dealing with the National Curriculum
41 (58%) Advising on provision for pupils with special needs
13 40 (56%) Identifying shortcomings in the school
14 38 (53%) Working collaboratively with headteachers
15 36 (51%) Helping headteachers to analyse problems
36 (51%) Advising on the appointment of staff
17 35 (49%) Supporting the head and senior staff in their management roles
18 34 (48%) Supporting and helping with staff development programmes
19 32 (45%) Providing advice on the management of the curriculum
20 30 (42%) Supporting headteachers in implementing the school development plan
21 29 (41%) Advising on provision for learning and teaching
22 28 (39%) Advising on the design and equipping of new accommodation
28 (39%) Helping the school develop its plan for appraisal
24 26 (37%) Supporting headteachers in making the school development plan
26 (37%) Providing reports on the work of teachers when required
26 16 (22%) Advising on equipment and other resources
It is interesting to note that the order here is different from that of the priority list. For example, 
‘Providing written reports’ came 9 th in the priority list but was 2nd in order of preference here. 
‘Supporting work in the National Curriculum’ was 3rd in the priority list but 9th here. This 
is partly explained by the fact that we are dealing with only 2 authorities and this is their 
combined view, but the differences are interesting nevertheless and have implications for the 
services which advisory teams might offer.
Comparison of headteachers1 priorities and their views of advisers 
In each authority headteachers were also asked to give their views about the service offered 
by the advisory team and this was compared with their priorities. The next 5 pages give this 
comparison for each of the 4 authorities .
The comparisons showed a very different pattern for each of the 4 authorities. Authority 
A inspectors were ahead of the others in meeting the priorities of the headteachers. In only 
one of the 27 items did the headteachers regard the service they received as being more than 
0.2 of a point below what they saw as being a priority and in 19 items the service was regarded 
as being being on a level with the score for priorities or above. The items where the service 
score was more than 0.21 below the priority score were ‘Advising on provision for pupils with 
special needs’ (2.45 and 2.02), and ‘Supporting the school in helping teachers experiencing
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difficulty. Seven items had service scores of more than 0.2 above the priority scores and 3 had 
service scores of more than 0.4 above the priority scores. These were ‘Supporting headteach­
ers in making the school development plan’ (1.84 and 2,32) ‘Providing reports on the work 
of teachers when required (1.98 and 2.46) and ‘Advising on equipment and other resources’ 
(1.55 and 2.26).
Authority B had 19 items where the service score was more than 0.2 below the priority 
score and 4 where the service was rated better than the priorities. These were ‘Advising on 
the appointment of staff’ (2.38 and 2.54), ‘Providing reports on the work of teachers when 
required’ (2.11 and 2.18), ‘Advising on the design and equipping of new accommodation’ 
(1.81 and 2.14) and‘Advising on equipment and other resources’ (1.77 and 1.89) .The most 
negative scoring items ( i.e. items where the service score was below the priority score) where 
the scores were more than 0.4 apart were ‘Supporting work in developing the National 
Curriculum’ (2.81 and 2.16) and ‘Advising on provision for pupils with special needs’ (2.73 
and 1.70).
Authority C had 8 items where the scores were negative and more than 0.2 apart. 
However they also had 9 items where the service was rated better than the priorities. The 
following had service scores of more than 0.2 of a point above the priority scores: ‘Providing 
verbal reports' (2.43 and 2.65),’’Supporting headteachers in making the school development 
plan’ (1.96 and 2.26), 'Supporting headteachers in implementing the school development 
plan (2.04 and 2.25), ‘Advising on the appointment of staff’ (2.00 and 2.27), ‘Advising on the 
design and equipping of new accommodation (1.57 and 2.27) and ‘Supporting and helping 
with staff development programmes’ (2.14 and 2.42). The largest negative differences 
between priorities and views of service were ‘Supporting work in developing the National 
Curriculum’ (2.68 and 2.22) and ‘Advising on provision for pupils with special needs’(2,36 
and 1.78).
Authority D had 16 items with a negative rating of scores more than 0.2 of a point apart. 
There were 4 items where the service rating was better than the priority rating by more than 
0.21 of a point. These were ‘Providing reports on the work of teachers when required’ (1.77 
and 2.11), ‘Advising on the design and equipping of new accommodation’ (1.54 and 1.87), 
'Advising on equipment and other resources’ (1.77 and 2.11) and ‘Helping the school to 
develop its plan for appraisal’ (2.39 and 2.55). ‘Advising on the appointment of staff’ (1.91 
and 2.38) had a positive score (i.e. the service score above the priority score) of more than 0.4 
of a point difference. The biggest negative discrepancies between priority and service scores 
were for ‘Supporting the head and senior staff in their management roles’ (2.44 and 1.93), 
‘Providing advice on the management of the curriculum’ (2.26 and 1.81) and ‘Helping the 
school to follow up the findings of inspection’ (2.72 and 1.67). In this context it was
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interesting to note that this is the authority which has separated inspection and advice.
All 4 authorities showed a negative discrepancy of more than 0.2 for ‘Advising on the 
provision for pupils with special needs’ which was thirteenth in the overall order of priority..
All the authorities had positive scores on ‘Advising on the appointment of staff, 
‘Providing reports on the work of teachers when required’ and on ‘Advising on the design 
and equipping of new accommodation. ’ However, these were items where the priority ratings 
were at the bottom end of the list and scores were therefore low and this made it more likely 
that the seivice scores would exceed them.
The first item on the priority list ‘Discussing work both before and after inspection’ was 
the same for service and priority in authority A  but scores were negative in the other 3 
authorities. Other items where 3 or more authorities had negative scores of more than 0.2 of 
apointwere ‘Monitoring the standards ofleaming and teaching’, (7th inpriorities), ‘Support­
ing work in developing the National Curriculum’ (3rd in priorities), ‘Working collabora­
tively with headteachers’ (9th in priorities), and ‘Supporting the school in helping teachers 
experiencing difficulty (14th in priorities).
115
C O M P A R I S O N  O F  H E A D T E A C H E R S ’ P R I O R I T I E S  
A N D  T H E I R  V I E W S  O F  T H E  
A D V I S O R Y  S E R V I C E  I N  A U T H O R I T Y  A
F ig  7 .2
D 1  E v a lu a tin g  the w o rk  o f  the sch o o l through in sp ectio n  and other v is its  ^  ^
——  ------     — -------  — ------—— —---------  ....... 2.83
D 2  M o n ito rin g  the standards o f  le a rn in g  and teaching 2  -73
       2 .6 2
D S  Id e n t ify in g  sho rtco m ings in  the sch o o l__________________________  ___ 2 .4 5  
— 2 .5 3
P 6  G iv in g  p o s itive  and ne gative  feedback 2  7 7
D 7  G iv in g  heads opportunity fo r p re lim in a ry  e xp lan atio n s p re -in sp e ctio n
2 .7 0
2 .8 7
D 8  D is c u s s in g  w o rk  both before and after in sp e ctio n
------------------------------------------------------------------------------------2 .7 7
-------------------------    — -------------------------     —  2 .7 7
D 9  P ro v id in g  v e rb al reports 2  5 9
 --------. ----------  — -------------------   2 .7 4
D I O  P ro v id in g  w ritten reports
D 1 1 H e lp in g  the sch o o l to fo llo w  u p  the fin d in g s  o f  insp e ctio n
2 .5 9  
-  2 .6 1
E 9  S upp o rtin g  w o rk  in  d e ve lo p in g  the N a tio n a l C u rr ic u lu m
2 .5 3
2 .6 4
2 .5 9
E 1 0  Supp o rting  teaching d e a lin g  w ith  assessm ent
2 .5 4
2 .2 7  
. 2 .3 0
E l l  A d v is in g  on  p ro v is io n  fo r le a rn in g  and teaching
2 .2 3  
-  2 .2 7
E 1 2  A d v is in g  on p ro v is io n  fo r p u p ils  w ith  s p e c ia l needs 2  4 5
2.02
E l  3  S u p p o rtin g  headteachers in  m a k in g  the sch o o l developm ent
E 1 4  S up p o rtin g  headteachers in  im p le m e n tin g  the sch o o l developm ent p la n  2  1 6  
----------------------------------   . . . -------------------------------------------------------------------- ' . .  2 .3 2
E 1 5  S upp o rtin g  the h ead and sen io r sta ff in  their m anagem ent ro les ^
. ’ 2 .5 1
E 1 6  P ro v id in g  a d v ic e  on the m anagem ent o f  the cu rric u lu m  _ . ,........................................    y  mmmrn 2 . 1 6
 . . . --------------------------------------------   2 .3 5
E 1 7  W o rk in g  co lla b o ra tiv e ly  w ith  headteachers 2  5 9
2 .6 7
E l  8  H e lp in g  headteachers to a n a ly se  p ro blem s 2  4 5
E 1 9  W o r k in g  c o lla b o ra tiv e ly  w ith  governors__________
1.6 9
2.0 8
E 2 0  A d v is in g  on the appointm ent o f  sta ff 2  1 4
-—  2 .3 4
E 2 1  P ro v id in g  reports on the w o rk  o f  teachers w hen req uire d   ^ ^g
-----------------------  2 .4 6
E 2 2  S up p o rtin g  the scho o l in  h e lp in g  teachers e xp erien cing  d iffic u lty __________________ ^  ^
E 2 3  A d v is in g  on the d esig n  and e q u ip p in g  o f  new  acco m m o d at io n ^
---------------- 2 .0 9
E 2 4  A d v is in g  on eq uipm ent and other resources ^
F I  1 Supporting  and h e lp in g  w ith  sta ff developm ent pro gram m es ^ ^
2 .3 0
F I  2  H e lp in g  the scho o l to deve lo p  its p la n  fo r a p p ra isal ^  ^
--------------------------------- ------ -------------------------------------- ---------------. . . . . . . ----------------------------------------------------------  2 .5 1
-------------------  J— -------------------1------------------1------------------ 1------------------ 1--------------  [
0  0 .5 0  1 .0 0  1 .5 0  2 .0 0  2 .5 0  3 .0 0
T h e  fig u re s represent the average score per item  
' ■">■.■. 1.1-  Headteachers* p rio rit ie s  
. . . . . .  H eadteachers’ v ie w  o f  a d v iso ry  serv ice
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COMPARISON OF DIFFERENCES IN SCORES 
BETWEEN HEADTEACHERS' PRIORITIES AND THEIR VIEWS 
OF THE SERVICE THEY RECEIVE
Fig 7.6
KEY Same - the same score for both priority and service
+ 0 - 0.2 - the service score 0. - 0.2 above the priority score 
+ 0.21 - 0.4 - the service score between 0.21 and 0.4 above the 
priority score
+ 0.41+ - the service score 0.41 or more above the priority score
- 0 - 0.2 - the priority score 0. - 0.2 above the service score
- 0.21 - 0.4 the priority score between 0.21 and 0.4 above the
service score
- 0.41+ - the priority score 0.41 or more above the service score
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D1 Evaluating the work of the school through inspection and other visits 2 - 0 - 0.2 -0.21-0.4 -0-0.2 -0.21-0.4
D2 Monitoring the standards of learning and teaching 7 -0-0.2 - 0.41+ - 0.21 - 0.4 -0.21-0.4
D5 Identifying shortcomings in the school 12 + 0-0.2 - 0.41+ - 0.21 - 0.4 -0-0.2
D6 Giving positive and negative feedback 3 - 0.- 0.2 - 0.21 - 0.4 - 0.21 - 0.4 -0-0.2
D7 Giving heads opportunity for preliminary explanations pre-inspection 7 + 0-0.2 - 0 - 0.2 + 0-0.2 -0.21-0.4
D8 Discussing work both before and after inspection I same - 0.21 - 0.4 -0-0.2 - 0.41+
D9 Providing verbal reports 5 + 0-0.2 - 0.41+ + 0.21 - 0.4 - 0.21 - 0.4
D10 Providing written reports 9 + 0-0.2 - 0.21 - 0.4 + 0-0.2 -0.41.+
D ll Helping the school to follow up the findings of inspection 6 -0-0.2 - 0.21 - 0.4 -0-0.2 - 0.41+
E9 Supporting work in developing the National Curriculum 3 - 0 - 0.2 -0.41+ - 0.41+ -0.21-0.4
ElO Supporting teaching dealing with assessment 9 + 0-0.2 - 0.41+ -0-0.2 -0-0.2
Ell Advising on provision for learning and teaching 17 + 0-0.2 - 0.21 - 0.4 -0.21-0.4 -0.21-0.4
E12 Advising on provision for pupils with special needs 13 - 0.21 - 4.0 - 0.41+ - 0.41+ - 0.21 - 0.4
E13 Supporting headteachers in making the school development plan 23 + 0.41 + - 0.- 0.2 + 0.21 - 0.4 -0-0.2
E14 Supporting headteachers in implementing the school development plar 21 + 0-0.2 - 0.21 - 0.4 + 0.21 - 0.4 - 0.21 - 0.4
E15 Supporting the head and senior staff in their management roles 16 + 0-0.2 -0-0.2 -0-0.2 -0.41+
E16 Providing advice on the management of the curriculum 19 + 0-0.2 - 0.21 - 0.4 -0-0.2 -0.41+
E17 Working collaboratively with headteachers 9 + 0-0.2 -0.21-0.4 - 0.21 - 0.4 - 0.21 - 0.4
E18 Helping headteachers to analyse problems 14 -0-0.2 - 0.21 - 0.4 -0-0.2 - 0.21 - 0.4
E19 Working collaboratively with governors 24 + 0.21 - 0.4 - 0 - 0.2 -0-0.2 -0-0.2
E20 Advising on the appointment of staff 22 + 0-0.2 + 0-0.2 + 0.21 - 0.4 + 0.41+
E21 Providing reports on the work of teachers when required 25 + 0.41+ + 0-0.2 + 0.21-0.4 + 0.21 - 0.4
E22 Supporting the school in helping teachers experiencing difficulty 14 - 0 - 0.2 - 0.41+ -0.21-0.4 - 0.21 - 0.4
E23 Advising on the design and equipping of new accommodation 27 + 0.21 -0.4 + 0.21 - 0.4 + 0.41+ + 0.21 - 0.4
E24 Advising on equipment and other resources 26 + 0.41+ +0-0.2 + 0.21-0.4 + 0.21 - 0.4
Fll Supporting and helping with staff development programmes 19 + 0.21-0.4 - 0.41+ + 0.21 - 0.4 - 0 - 0.2
F12 Helping the school to develop its plan for appraisal 17 + 0.21 - 0.4 -0.21-0.4 - 0. - 0.2 + 0-0.2
The dark horizontal lines divide statements from the different sets of criteria
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Headteachers priorities for the work of advisory teachers
Headteachers were also asked to give priorities for the work on advisory teachers in 8 tasks 
and activities, ticking one of 3 columns as for the questionnaire on advisers. The questionnaire 
was scored in a similar way.
This showed considerable unanimity about what headteachers want from advisory 
teachers. Secondary school headteachers differedfrom primary headteachers in wanting less 
emphasis on ‘Advising on provision for learning and teaching’ and ‘Helping the school to 
follow up the findings of inspection’ and greater emphasis on ‘Supporting and helping with 
staff development programmes’ and ‘Advising on equipment and other resources.’
HEADTEACHERS ORDER OF PRIORITY 
FOR THE TASKS AND ACTIVITIES OF 
ADVISORY TEACHERS
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E9 Supporting work in developing the National Curriculum 1 1 1 1 1 1 1
E10 Supporting teaching dealing with assessment 2 2 2 2 2 2 4
E12 Advising on provision for pupils with special needs 3 2 3 3 3 3 4
Ell Advising on provision for learning and teaching 4 5 6 4 4 4 7
Dll Helping the school to follow up the findings of inspection 5 4 7 5 5 5 8
E22 Supporting the school in helping teachers experiencing difficulty 5 7 4 6 6 6 4
Fll Supporting and helping with staff development programmes 7 5 5 8 7 7 2
E24 Advising on equipment and other resources 8 8 8 7 8 8 3
Services which headteachers would buy from advisory teachers
In the two authorities where this question was asked there was complete unanimity about the 
order of the replies. The combined order was as follows:
1 44 (62%)
2 40 (56%)
3 34 (48%)
4 33 (46%)
5 30 (42%)
6 27 (38%)
7 26 (37%)
8 23 (32%)
Supporting work in developing the National Curriculum 
Supporting teaching dealing with assessment 
Supporting and helping with staff development programmes 
Helping the school to follow up the findings of inspection 
Advising on provision for pupils with special needs 
Advising on provision for learning and teaching 
Supporting the school in helping teachers experiencing difficulty 
Advising on equipment and other resources
1 2 1
C O M P A R IS O N  O  F H E A D T E A C H E R S ' P R IO R IT IE S  
A N D  T H E IR  V IE W S  O F  A D V IS O R Y  T E A C H E R S
Fig 7.8
A U T H O R IT Y  A
Dll Helping the school to follow up the findings of inspection  2 32
 —  2.22
E9 Supporting work in developing the National Curriculum________________
2.79
ElO Supporting teaching dealing with assessment_________________________________
M W W W W W W W  2.22
Ell Advising on provision for learning and teaching ' 2 29
ftV V V V X V V V X V V V V V V V V V V V X V V W V V X V V X V V V V V V V V V V V X '* ,V X ,K V * i.% .X V k V % V % V V X X V V V V V V V V V V X X V V V V V X V V V V \ 2 - 2 4
E12 Advising on provision for pupils with special needs
E22 Supporting the school in helping teachers experiencing difficulty  ^27
     2.26
2.59
2.59
E24 Advising on equipment and other resources_____________________  ^
FI 1 Supporting and helping with staff development programmes__________
.-X’X-X.'XX.-X.X.-X.-X.-X.X.'X.-X.X.X.-
------------  2.29
---- --------- -—x™ ---------------  2.31
 1 1 1 1 1  1
0.50 1.00 1.50 2.00 2.50 3.00
A U T H O R IT Y  B
Dll Helping the school to follow up the findings of inspection______ 2.12
E9 Supporting work in developing the National Curriculum_____________ 2.84
2.68
ElO Supporting teaching dealing with assessment
Ell Advising on provision for learning and teaching
2*24
---------------        2.40
E12 Advising on provision for pupils with special needs
1.85
E22 Supporting the school in helping teachers experiencing difficulty 2.40
E24 Advising on equipment and other resources 1.68
W V W V W ^ W Y W V V V V W W M k V W k X ^ ^ V K ^ X W W W W W V V V W W V W V V W W W V W V W V V W W W W W W V W W  2 . 4  1
FI 1 Supporting and helping with staff development programmes „ 00
1 — ------------1 1 1---------------------1— — ---------1
0.50 1.00 1.50 2.00 2.50 3.00
The figures represent the average score per item
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C O M P A R IS O N  O  F H E A D T E A C H E R S ' P R IO R IT IE S  
A N D  T H E IR  V IE W S  O F  A D V IS O R Y  T E A C H E R S
Fig 7.9
A U T H O R IT Y  C
Dll Helping the school to follow up the findings of inspection
E9 Supporting work in developing the National Curriculum
2.13
    2.22
E10 Supporting teaching dealing with assessment____________________________
- 2.76 
2.72
Ell Advising on provision for learning and teaching_________________
-----------------------------   2.05
E12 Advising on provision for pupils with special needs
E22 Supporting the school in helping teachers experiencing difficulty
2.17 
2.28
E24 Advising on equipment and other resources ,
1.93
1.92
2.21
F11 Supporting and helping with staff development programmes 1.79
  2.12
” 1 1 1 1 1 1
0.50 1.00 1.50 2.00 2.50 3.00
A U T H O R IT Y  D
DU Helping the school to follow up the findings of inspection
E9 Supporting work in developing the National Curriculum
2.37
--------------  2.77
E10 Supporting teaching dealing with assessment
2.13
------------------------ 2.77
El 1 Advising on provision for learning and teaching______
------------------------------------  2.40
-------------------------------------------------------------------------w -----1.93
E12 Advising on provision for pupils with special needs _________
E22 Supporting the school in helping teachers experiencing difficulty__________
2.62
2.35
----------------------------------------------------------     1.95
E24 Advising on equipment and other resources_________________ 2.12 
2.19
FI 1 Supporting and helping with staff development programmes
j  [ | | | |
) 0.50 1.00 1.50 2.00 2.50 3.00
The figures represent the average score per item
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COMPARISON OF DIFFERENCES IN SCORES 
BETWEEN HEADTEACHERS' PRIORITIES AND THEIR  
VIEWS OF THE SERVICE THEY RECEIVE FROM  
ADVISORY TEACHERS
Fig 7.10
KEY + 0 - 0.2 - the service score 0. - 0.2 above the priority score 
4- 0.21 - 0.4 - the service score between 0.21 and 0.4 above the 
priority score
+ 0.41+ - the service score 0.41 or more above the priority score
- 0 - 0.2 - the priority score 0.- 0.2 above the service score
- 0.21 - 0.4 the priority score between 0.21 and 0.4 above the
service score
- 0.41+ - the priority score 0.41 or more above the service score Po
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D ll Helping the school to follow up the findings of inspection 5 - 0 - 0.2 -0 -0 .2 -0.21-0.4 -0.41+
E9 Supporting work in developing the National Curriculum 1 -0.21-0.4 -0.21-0.4 -0.41+ -0.41+
E10 Supporting teaching dealing with assessment 2 -0.21-0.4 -0.21-0.4 -0.21-0.4 - 0.21 - 0.4
E ll Advising on provision for learning and teaching 4 - 0 - 0.2 + 0.21-0.4 - 0.- 0.2 - 0.41+
E12 Advising on provision for pupils with special needs 3 -0.41+ - 0.41+ - 0.41+ -0.41+
E22 Supporting the school in helping teachers experiencing difficulty 5 - 0 - 0.2 - 0.21 - 0.4 - 0 - 0.2 - 0.21 - 0.4
E24 Advising on equipment and other resources 8 + 0-0.2 + 0.41 + 0.21-0.4 + 0-0.2
F ll Supporting and helping with staff development programmes 7 + 0-0.2 + 0.-0.2 + 0.21-0.4 - 0.21 - 0.4
Comparison of headteachers’ priorities and their views of advisory teachers 
Headteachers’ priorities for the service and their views of the service they received were 
compared in a similar way to the comparison for advisers. Here too, the items marked ‘ service 
not used’ were compensated for in the calculations.
In all 4 authorities the picture was less good than it was for advisers with only 25% of 
items where the service score was as good or better than the priority score compared with 34% 
for advisers. There were 31 % of scores within 0.2 of apoint of each other for advisory teachers 
compared with4*1% for advisers.
In authority A 5 of the 8 items were within 0.2 of a point of each other and for 2 of these 
‘Advising on equipment and other resources’ (2.14 and 2.22) and ‘Supporting and helping 
with staff development programmes’ (2.29 and 2.31) the service score was above the priority 
score. There was a negative difference of 0.21 or more for ‘Supporting work in developing 
the National Curriculum’ (2.79 and 2.42) and ‘Supporting teaching dealing with assessment’ 
(2.59 and 2.22) and ‘Advising on provision for pupils with special needs’ had a service score 
of more than 0.4 below the priority score (2.59 and 1.89).
Authority B had 2 items where the scores were within 0.2 of each other and one where 
the service score was more than 0.4 in advance of the priority score (Advising on equipment
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and other resources 1.68 and 2.41). The service score was also in advance of the priority score 
for ‘Advising on provision for learning and teaching’ (2.24 and 2.40) and ‘Supporting and 
helping with staff development programmes’ (2.28 and 2.32). The largest negative difference 
was for ‘Advising on provision for pupils with special needs’ (2.44 and 1.85).
In authority C there were 2 items where the scores were within 0.2 of each other and 
two more where the service scores were more than 0.2 in advance of the priority scores. The 
items with positive scores were ‘Advising on equipment and other resources* (1.83 and 2.21) 
and ‘ Supporting and helping with staff development programmes (1.79 and 2.12). The largest 
negative differences were for ‘Supporting work in developing the National Curriculum1 (2.76 
and 2.22), ‘Supporting teaching dealing with assessment’ (2.72 and 2.36) and ‘Advising on 
provision for pupils with special needs' (2.28 and 1.75).
In authority D only one item had scores within 0.2 of a point of each other and this was 
one where the service score exceeded the priority score. It was ‘Advising on equipment and 
other resources ’ (2.12 and 2.19. In no other case did the service score exceed the priority score. 
The largest negative difference was for ‘Helping the school to follow up the findings of 
inspection’ (2.37 and 1.50). There was also a large negative difference for ‘Supporting work 
in developing the National Curriculum’ (2.77 and 2.13) and there were negative differences 
of more than 0.4 for ‘Advising on provision for learning and teaching’ (2.40 and 1.93) and 
‘Advising on provision for pupils with special needs’ (2.62 and 2.17).
In all four authorities ‘Advising on provision for pupils with special needs’ showed a 
substantial negative difference between service and priorities as it did for advisers. Authority 
D showed a substantial negative difference for ‘Helping the school to follow up the findings 
of inspection’ and C andD showed similar differences in ‘Supporting work in developing the 
National Curriculum’. All four scored well on ‘Advising on equipment and other resources. 
‘Supporting work in developing the National Curriculum’ was third in headteachers’ 
priorities; ‘Following up the findings of inspection’ was sixth.
Comments by headteachers on services they felt to be important
In each authority there were discussions with primary and secondary headteachers about their 
views of the advisory service they were receiving from inspectors, advisers and advisory 
teachers. Some of these views offer a useful comment on the kind of advisory service that 
headteachers would like.
Headteachers had fairly definite views about the way in which they wanted advisers and 
advisory teachers to work and about what they valued in the work that was being done in their 
authority. The emphasis generally was on seeing results from the adviser’s work and giving 
confidence and reassurance to teachers, particularly in present circumstances. There was also
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a desire for genuine advice rather than too much emphasis on building on what teachers had 
to offer, while at the same time advising in context of the particular school or classroom.
An effective adviser, well, I think I’d need to respect intellectually and to convince myself of their 
intellectual competence and their specific competence in the area. They don’t have to convince us that 
they could do our job, but they have to convince us that they understand the pressures on schools. And 
that they actually do tread that difficult tight rope between telling us what to do and backing off and being 
that sort of under-belly of progressive education that says,'It’s all coming from you. I’m just a facilitator.' 
Secondary school headteacher, authority C
In fact our advisory teacher is the most superb sort of lynch pin for the schools. She works extremely hard. 
She’s come in on S ATs but went a lot further than just administrative/managerial arrangements. She’s 
an extremely positive sort of person. The teachers relate very readily to her. They identify very easily 
and confidently with her.
Primary school headteacher, authority C
I’d like somebody to come in with a smile and leave behind some kind of seed and perhaps a watering 
can and buzz off, but as he buzzes off, leave my school with a smile on its face.
Primary school headteacher, authority C
I value greatly the analytical skills of our attached inspector. He writes extremely succinctly, I find, and 
to the point after review meetings and his ability to analyse situations objectively, I find extremely 
helpful.
Secondary school headteacher, authority A
There was evidence that views were gradually changing with an increasing demand for 
a consultancy approach.
If I were a client purchasing private services, you know, inspection and advice, I would be saying, “Fine, 
inspectmy maths curriculum and I want my advice contained within this framework” and I would specify 
the way I wanted it so that I could use it What I’m not getting as a client at the moment and do not see 
the offer of it, is that kind of system that I can pick up and run with.
Middle school headteacher, authority C
What I would like to purchase is a model similar to a management consultancy and the term consultancy 
I think, embodies what I’m looking for. The management consultant comes in as a critical friend, as very 
much more critical than friend and produces a very clear sighted report and recommendations which you 
can take or leave as your circumstances provide.
Primary school headteacher, authority C
Some headteachers made statements about particular areas of work in which they wanted help 
from advisers. The two most often referred to by both primary and secondary headteachers 
were support with specialist advice about curriculum and with personnel matters. Advice on 
the National Curriculum came third in the overall priorities but ‘Advising on provision for 
teaching and learning’ came seventeenth and ‘Providing advice on the management of the 
curriculum came nineteenth. It was also interesting to note that appointments, which were 
quoted more than once by secondary headteachers in discussion, came low in the list of 
priorities (22nd). Help with buildings and equipment which was at the bottom of the list was 
quoted by one headteacher as something on which he had welcomed advice. The help of the
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adviser in reinforcing the overall development of the school was also mentioned. Headteach­
ers wanted advisers or inspectors to act as a sounding board and as colleagues with whom they 
could discuss ideas. ‘Supporting the head and senior staff in their management roles’ came 
sixteenth in the priority list. There were also emergencies wanting the help of an adviser.
- a sounding board because I do find in headship that there’s so much change at the moment and I’m 
struggling with coming to terms with what’s the right direction, the vision which I have for the school, 
trying to clarify my own thinking on this and you can’t always take back to staff.
Primary school headteacher, authority D
From time to time, it may only happen every few years, you will want to dial 999 and at that particular 
point, sod link reviews and theme reviews and all the rest of it They’ve got to down tools and attend to 
you. I feel very strongly about that.
Secondary school headteacher, authority C
I’d like to sit around with an adviser and get into a good debate on time management and how we’re 
supposed to handle the National Curriculum and do it properly so that each child gets its fair crack of 
the whip, so that teachers have freedom, so that teachers have some input from the outside.
Primary school headteacher, authority C
I’d like the adviser to get involved in teacher support to a much greater degree. I’m not just talking about 
teachers in professional difficulty. I’m talking about general teacher support to move everybody’s 
careers forward and professional support I would like to get them involved in institutional planning 
which I think is probably the biggest challenge to headteachers because of its many facets and I think 
that’s possibly the area (where) we are going to have most difficulty.
Primary school headteacher, authority C
A number of headteachers spoke of staff feeling threatened by advisory visits. There was also 
a strongly held view in some places that it was essential that schools knew the purpose of any 
visit and that this made it less threatening. Headteachers were also aware of the extent to 
which different advisers were able to dispel or enhance the feeling of threat.
One of my members of staff looks at an inspector like a rabbit in front of the headlights.
Primary school headteacher, authority D
In our case we have an inspector who is not good at that aspect (communication and interpersonal skills). 
He seems to have the effect on staff where they are not at all sure, because he does not seem to have the 
gift to put them at ease, to make them feel comfortable and it’s very much ’I am here in an inspectorial 
role' and that doesn’t make people feel comfortable and it doesn’t help relationships.
Primary school headteacher, authority D
I do feel that people need to know where they stand, what is going to be expected of them, because if the 
head isn’t sure, that then feeds itself down to the staff and they themselves want to know, 'What are they 
coming in for?' ‘What’s it all about?' 'Are they going to be looking at something?’ 'Do I need to get this 
out?' 'How can I best make the morning productive?'
Primary school headteacher, authority B.
I see a problem where you have an inspectorate service that on the one hand advise and on the other hand 
inspect and the same person may be doing both so that although they only be wearing one hat at a time 
but you know there is always the other hat that they can put on and so it has to be clearly defined prior 
to a visit whether they’re there in a pastoral or advisory capacity or whether it is actually inspectorial. 
Junior school headteacher, authority A
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Some primary headteachers were concerned about the credibility of advisers who came from 
a different sector. They also noted the credibility with teachers of advisory teachers.
There was a reorganisation and we had a new guy put at our disposal and when he came he was put to 
the test, in a respectful way. He was asked questions in the very first class he visited and he failed. And 
that went round the school and around the staffroom right away and damaged the credibility of that guy 
after that and there was no way I could rebuild.
Primary school headteacher, authority C
It isn’t desirable or acceptable in my opinion to have an inspector visiting our school who isn’t primary 
trained and doesn’t have much idea at all of the primary system. In fact, I feel we’re training him which 
is not our role and it is not satisfactory at all.
Primary school headteacher, authority D
Their credibility (advisory teachers) is usually one of coming from a class - they’ve had class teaching 
experience and it’s very much that they’re coming to help me as a teacher, support my ability within the 
classroom and to provide fresh eyes and input in very practical terms.
Primary school headteacher, authority C
The priorities and views of teachers
Priorities in the work of inspectors and advisers
Teachers were given questionnaires with tasks and activities listed which stemmed from the 
effectiveness criteria but were different in a few respects from those for headteachers to make 
them more relevant to the work of the classroom. The questionnaires referring to advisers on 
the one hand and advisory teachers on the other, were separated. These questionnaires were 
sent to the same 100 randomly selected schools as for headteachers, leaving the headteachers 
to decide which teachers should reply. Scoring was similar to that for headteachers. The 
ranking for the four authorities, for primary and secondary schools separately and the ranking 
overall is given below.
There were some interesting differences between primary and secondary schools here. 
Secondary school teachers placed National Curriculum work at the top of their list whereas 
for primary school teachers it was seventh. Secondary school teachers also rated in-service 
provision at a lower level and the provision of advice on special needs, which could be 
because secondary school normally have teachers who are specialists in the special needs 
field. Secondary school teachers also rated inspection more highly at seventh as compared 
with seventeenth place for primary schools.
‘Challenging situations’ was not understood by many teachers who commented on this 
in the questionnaires . This may account for its low placing.
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E2 Making constructive comments 1 2 5 1 1 1 7
F9 Providing effective in-service courses 2 5 3 2 2 2 7
D8 Discussing work with teachers before and after inspection 3 1 8 3 4 3 3
F10 Planning and organising courses effectively 4 8 2 3 3 3 10
El Providing advice and guidance on work seen 5 3 10 7 4 5 5
E9 Supporting work in developing the National Curriculum 6 6 1 3 11 7 1
E10 Supporting teachers dealing with assessment 6 8 4 7 4 6 2
D6 Giving positive and negative feedback 8 4 8 7 9 9 3
E12 Providing advice on how to deal with pupils with special needs 9 11 11 3 7 8 16
D7 Giving teachers opportunity for preliminary explanation pre-inspection 10 8 11 10 13 10 5
D2 Monitoring standards of learning and teaching 11 18 15 16 11 11 10
E7 Recommending appropriate resources 12 20 6 10 9 12 13
Ell Advising on learning and teaching 13 13 14 10 13 13 19
E8 Advising on the use of resources for teaching and learning 14 18 6 10 16 14 14
D1 Evaluating the work of the school through inspection 14 12 18 21 8 17 7
D5 Identifying shortcomings 16 13 13 10 19 15 16
E4 Helping teachers to identify and set achievable targets 16 16 15 10 15 16 16
E6 Helping teachers to think through ideas 18 16 17 16 17 18 14
D3 Observing teachers at work in the classroom 19 15 19 18 20 19 12
E3 Helping teachers to plan their work 20 21 20 18 17 20 21
D2 Monitoring standards of learning and teaching 21 18 21 16 11 21 20
E5 Challenging situations 22 22 22 22 22 22 22
Comparison of teachers’ priorities and their views of advisers
Teachers, like headteachers, were asked to give their priorities for the work of the advisory 
team against a list of criteria and their views of the advisers against the same criteria. These 
were compared and this comparison is shown on the next pages.
Overall teachers were more critical of advisers than headteachers. Whereas there were 
34% of items in the headteachers’ list where the service score was above the priority score 
there were only 11% of such items in the teachers’ list.
In authority A  the scores for priority and service showed 14 of the 22 items within 0.2 
points of each other of which 4 showed a higher score for service than for priority. These were 
‘Evaluating the school through inspection* (2.40 and 2.47), ‘Observing teachers at work in
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the classroom’ (2.24 and 2.28), ‘Monitoring classroom work’ (2.07 and 2.19) and ‘Identify­
ing shortcomings’ (2.29 and 2.45). In addition ‘ Challenging situations' was over 0.4 of a point 
above the priority score (1.48 and 1.96) but as has already been explained, this was not 
understood by teachers. These scores suggest that this authority was making a favourable 
impression on teachers with some parts of their inspection programme. Less good were the 
scores for ‘Providing advice and guidance on work seen’ (2.74 and 2.10), ‘Making construc­
tive comments’ (2.76 and 2.30) and 'Providing advice on how to deal with pupils with special 
needs (2.50 and 1.91)'. The discussions with teachers suggested that these areas were very 
important from their point of view and this was confirmed by the fact that they achieved high 
scores in the priority table.
In authority B 6 items had scores within 0.2 of a point of each other and 2 had scores 
where the service score was above the priority score. These were ‘Monitoring classroom 
work’ (1.82 and 1.87) and ‘Helping teachers to plan their work’ (2.07 and 2.13). Other items 
where the scores were close were ‘Evaluating the work of the school through inspection’ (2.18 
and 2.09) and ‘ Challenging situations' (1.82 and 1.77). There were 12 items where the service 
scores were 0.4 or more of a point below the priority scores. Those with the largest differences 
were were ‘Giving teachers opportunity for preliminary explanation pre-inspection’ (2.50 
and 1.75), ‘Discussing work with teachers before and after inspection’ (2.64 and 1.91), 
Providing advice and guidance on work seen’ (2.54 and 1.88), ‘Supporting work in the 
National Curriculum' (2.93 and 2.08), ‘Supporting teachers dealing with assessment’ (2.75 
and 2.00), ‘Providing advice on how to deal with pupils with special needs' (2.50 and 1.54) 
and ‘Providing effective in-service courses' (2.82 and 2.15).
In authority C, 4 items were within 0.2 of a point of each other and one of these had 
a service score above the priority score. This was ‘Challenging situations’ (1.80 and 1.83). 
Other items where the scores were close were ‘Observing teachers at work in the classroom’ 
(2.32 and 2.31), ‘Giving teachers opportunity for preliminary explanation pre-inspection’ 
(2.48 and 2.36) and ‘Planning and organising courses effectively’ (2.64 and 2.63). However, 
the comparable item on courses ‘Providing effective in-service courses’ had scores which 
were 0.4 or more of a point apart (2.80 and 2.09). There were 12 other items where the scores 
were 0.4 or more of a point apart. Among the largest differences in scores were were ‘Making 
constructive comments’ (2.84 and 2.21), ‘Helping teachers to identify and set achievable 
targets’ (2.48 and 1.87), ‘Advising on the use of resources for learning and teaching’ (2.48 
and 1.80), 'Supporting teaching dealing with assessment’ (2.60 and 1.95) and ‘Providing 
advice on how to deal with pupils with special needs’ (2.64 and 1.80).
Authority D had 6 items within 0.2 of a point of each other of which two had service 
scores in advance of their priority scores. These were ‘Providing effective in-service courses’ 
(2.32 and 2.37) and ‘Challenging situations' (1.71 and 1.82). Another close score was for
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‘Identifying shortcomings' (2.18 and 2.11). Nine items had negative scores which were more 
than 0.4 points apart. The largest differences were for ‘Discussing work with teachers before 
and after inspection’ (2.68 and 1.95), ‘Making constructive comments' (2.85 and 2.26) and 
‘Providing advice on how to deal with pupils with special needs' (2.62 and 2.00) and 
‘Planning and organising courses effectively’ (2.79 and 2.17).
These scores suggest that none of four teams was doing particularly well in the eyes of 
teachers although authority A  was somewhat better than the others. Generally speaking 
scores were better for the inspection side of the work than for the support and advice. Score 
differences for the items which were seen as more valuable by teachers tended to be higher 
and negative. ‘Discussing work before and after inspection’ (3rd in priorities) had negative 
differences of more than 0.2 of a point for all authorities and more than 0.4 of a point for 3 
of them. Similarly ‘Making constructive comments' (1st in priorities) also had negative 
differences of more than 0.2 of a point for all four and more than 0.4 for 3 of them. Other items 
which scored badly were ‘Supporting teachers dealing with assessment’ (6th in priorities) and 
‘Providing advice on how to deal with pupils with special needs’ (9th in priorities) which had 
differences of more than 0.4 from all 4 authorities. ‘Providing effective in-service courses’ 
(2nd in priorities) had a difference of less than 0.2 of a point in only one case and differences 
of more than 0.2 in one other and 0,4 in the remaining 2.
‘Challenging situations’ was a service which compared well with the priority rating, 
but it has to be remembered that a number of teachers noted on the questionnaire that they did 
not understand this item. Priority scores were low for this so it was not surprising that service 
scores exceeded them.
Overall this analysis suggested that these 4 teams were not meeting the priorities of the 
teachers very well.
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•Teachers’ priorities
• Teachers' view of the advisory service
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Teachers’ priorities
Teachers’ view of the advisory service
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D1 Evaluating the work of the school through inspection  ^^
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A AD2 Monitoring standards of learning and teaching
D3 Observing teachers at work in the classroom 0
D4 Monitoring classroom work 0
D5 Identifying shortcomings 2.48 
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xxxxvxxxxxxvxvxxxxxxxxxvxxxxxxxxxxxxxxxxxxxxvxxxxxvxvxvxxxvxxxxvvvxxvxxxxxxxxxxx. 2.21
D7 Giving teachers opportunity for preliminary explanation pre-inspection
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E4 Helping teachers to identify and set achievable targets
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The figures represent the average score per item
* Teachers' priorities
- Teachers' view of the advisory service
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COMPARISON OF DIFFERENCES IN SCORES BETWEEN 
TEACHERS’ PRIORITIES AND THEIR VIEWS OF 
THE SERVICE THEY RECEIVE FROM 
ADVISERS AND INSPECTORS
Fig 7.16
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D1 Evaluating the work of the school through inspection 14 + 0-0.2 -0-0.2 +0.21 - 0.4 -0-0.2
D2 Monitoring standards of learning and teaching 11 -0-0.2 -0-0.2 -0.21-0.4 -0.41+
D3 Observing teachers at work in the classroom 19 + 0-0.2 -0-0.2 -0-0.2 -0-0.2
D4 Monitoring classroom work i 21 + 0-0.2 + 0-0.2 - 0.21 - 0.4 -0.21-0.4
D5 Identifying shortcomings 16 + 0-0.2 - 0.21 - 0.4 -0.21-0.4 -0-0.2
D6 Giving positive and negative feedback 8 -0-0.2 - 0.41+ -0.21-0.4 - 0.21 - 0.4
D7 Giving teachers opportunity for preliminary explanation pre-inspection 10 -0.21-0.4 -0.41+ -0-0.2 -0.41+
D8 Discussing work with teachers before and after inspection 3 - 0.41+ -0.41+ -0.21-0.4 - 0.41+
El Providing advice and guidance on work seen 5 -0.41+ -0.41+ -0.41+ -0.41+
E2 Making constructive comments 1 -0.41+ - 0.21 - 0.4 -0.41+ -0.41+
E3 Helping teachers to plan their work 20 -0-0.2 + 0-0.2 -0.41+ -0.21-0.4
E4 Helping teachers to identify and set achievable targets 16 -0-0.2 - 0.21 - 0.4 -0.41+ - 0.21 - 0.4
E5 Challenging situations 22 + 0.41+ -0-0.2 + 0-0.2 + 0-0.2
E6 Helping teachers to think through ideas 18 -0-0.2 -0.21-0.4 -0.41+ -0.21-0.4
E7 Recommending appropriate resources 12 -0-0.2 -0.41+ - 0.41+ -0.21-0.4
E8 Advising on the use of resources for teaching and learning 14 -0-0.2 -0.41+ -0.41+ -0-0.2
E9 Supporting work in developing the National Curriculum 6 -0-0.2 -0.41+ -0.41+ -0.21-0.4
E10 Supporting teachers dealing with assessment 6 -0.21-0.4 -0.41+ -0.41+ -0.41+
Ell Advising on learning and teaching 13 -0-0.2 -0.41+ -0.41+ -0.41+
E12 Providing advice on how to deal with pupils with special needs 9 -0.41+ -0.41+ -0.41+ -0.41+
F9 Providing effective in-service courses 2 -0.21-0.4 -0.41+ -0.41+ + 0-0.2
F10 Planning and organising courses effectively 4 -0-0.2 -0.41+ -0-0.2 -0.41+
Teachers’ priorities for the work of advisory teachers
Teachers were asked to assess the priority they would give to 14 tasks and activities 
undertaken by advisory teachers by ticking in one of 3 columns as for advisers.
There were considerable differences between primary and secondary schools here. 
Primary schools placed the organisation of courses at second place and secondary schools put 
it at twelfth place. Help with the National Curriculum came in at third place for primary
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schools and ninth place for secondary schools. Primary schools rated advice on the use of 
resources much more highly than secondary schools - at fifth rather than twelfth place but 
planning, constructive comments and advice on learning and teaching all came lower for 
primary than for secondary schools.
TEAC H ER S ’ ORDER OF PR IO R ITY  
FO R  TH E  TASKS A N D  A C T IV IT IE S  OF 
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Providing effective in-service courses l 1 2 1 1 1 2
Planning and organising courses effectively 2 3 7 5 1 2 12
Helping teachers to think through ideas 2 7 11 8 10 4 5
Supporting work in developing the National Curriculum 4 2 4 3 6 3 9
Supporting teachers dealing with assessment 4 12 9 3 3 6 1
Helping teachers to identify and set achievable targets 6 6 3 6 8 7 3
Advising on the use of resources for teaching and learning 7 7 4 6 6 5 12
Providing advice on how to deal with pupils with special needs 8 13 13 9 3 9 4
Providing advice and guidance on work seen 9 9 10 11 10 8 11
Helping teachers to plan their work 10 10 8 13 13 10 6
Making constructive comments 11 4 4 9 9 11 7
Recommending appropriate resources 11 5 1 2 5 12 9
Advising on learning and teaching 13 11 11 11 10 13 8
Challenging situations 14 14 14 14 14 14 14
Comparison of teachers’ priorities and their views of advisory teachers 
Teachers were also asked to give their views about the service offered by advisory teachers 
and this was compared with their priorities. The next 5 pages give this comparison for each 
of the 4 authorities.
Overall teachers’ views of advisory teachers compared with their priorities were rather 
more favourable than those for advisers. There were 16% of scores where the service score 
was above the priority score compared with 11% for advisers and 44% of scores where the 
scores were within 0.2 of a point of each other as compared with 34% for advisers. This was 
the reverse of the views of headteachers who rated advisers above advisory teachers. This 
probably simply reflects the contacts of each group. It makes the loss of advisory teachers 
noted in chapter 5 even more of a matter for concern.
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C O M P A R IS O N  O F  T E A C H E R S ’ P R IO R IT IE S  A N D  
T H E IR  V IE W S  O F  A D V IS O R Y  T E A C H E R S
Fig 7.19
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A U T H O R IT Y  D
El Providing advice and guidance on work seen
C O M P A R I S O N  O F  T E A C H E R S ’ P R I O R I T I E S
A N D  T H E I R  V I E W S  O F  A D V I S O R Y  T E A C H E R S
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COMPARISON OF DIFFERENCES IN SCORES 
BETWEEN TEACHERS' PRIORITIES AND THEIR 
VIEWS OF THE SERVICE THEY RECEIVE FROM  
ADVISORY TEACHERS
Fig 7.22
KEY Same - the same score for both priority and service
+ 0 - 0.2 - the service score 0. * 0.2 above the priority score 
+ 0.21 - 0.4 - the service score between 0.21 and 0.4 above the 
priority score
+ 0.41+ - the service score 0.41 or more above the priority score 
- 0 - 0.2 - the priority score 0. - 0.2 above the service score
- 0.21 - 0.4 the priority score between 0.21 and 0.4 above the
service score
- 0.41+ - the priority score 0.41 or more above the service score
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El Providing advice and guidance on work seen 9 -0-0.2 + 0-0.2 -0-0.2 -0.21-0.4
E2 Making constructive comments 11 -0-0.2 -0 -0 .2 -+0-0.2 -0.21-0.4
E3 Helping teachers to plan their work 10 -0 -0.2 -0 -0 .2 + 0-0.2 -0.21-0.4
E4 Helping teachers to identify and set achievable targets 6 -0-0.2 -0.21-0.4 -0.21-0.4 -0.21-0.4
E5 Challenging situations 14 + 0.41+ + 0-0.2 + 0.21-0.4 + 0-0.2
E6 Helping teachers to think through ideas 2 -0 -0 .2 + 0-0.2 -0.21-0.4 +0-0.2
El Recommending appropriate resources 11 -0 -0.2 -0 -0 .2 -0.21-0.4 -0.21-0.4
E8 Advising on the use of resources for teaching and learning 7 -0-0 .2 -0 -0 .2 -0.21-0.4 -0.21-0.4
E9 Supporting work in developing the National Curriculum 4 -0-0.2 -0.21-0.4 o to
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o 4X -0.21-0.4
ElO Supporting teachers dealing with assessment 4 -0.41+ -0.21-0.4 -0.21-0.4 - 0.41+
E ll Advising on learning and teaching 13 + 0-0.2 Same -0.21-0.4 -0.21-0.4
E12 Providing advice on how to deal with pupils with special needs 8 -0.41+ -0.41+ -0.41+ -0.41+
F9 Providing effective in-service courses 1 -0-0.2 -0-0.2 -0.41+ -0.41+
F10 Planning and organising courses effectively 2 -0 -0.2 -0 -0 .2 -0.41+ -0.41+
In authority A l l  items of the 14 were less than 0.2 of a point apart and one of these had a higher 
score for service than for priority. This was ‘Advising on learning and teaching' (2.15 and 
2.25). ‘Challenging situations’ had a service score of more than 0.4 of point ahead of the 
priority score. Two items had service scores of more than 0.4 of a point below the priority 
scores. They were ‘Supporting teachers dealing with assessment’ (2.65 and 2.12) and 
‘Providing advice on how to deal with pupils with special needs’ (2.50 and 1.94).
Authority B had 9 of the 14 items with less than 0.2 of a point difference of which 3 had 
a service score above the priority score and 1 had ,similar score, . The three where the service 
score was higher were ‘Providing advice and guidance on work seen' (2.45 and 2.48)), 
‘Challenging situations’ (1.96 and 2.16) and ‘Helping teachers to think through ideas’ (2.33 
and 2.52). ‘Advising on learning and teaching’ had the same score, 2.25, for both service and
142
priority. Those which had service scores more than 0.2 of a point below the priority score were 
‘Helping teachers to identify and set achievable targets’ (2.75 and 2.43), ‘Supporting work 
in developing the National Curriculum' (2.71 and 2.48) and ‘Supporting teaching dealing 
with assessment’ (2.54 and 2.22). ‘Providing advice on how to deal with pupils with special 
needs’ (2.17 and 1.76).had a service score of more than 0.4ofapoint below the priority score.
Authority C had 3 items which were less than 0.2 of a point apart of which 2, ‘Making 
constructive comments’ (2.37 and 2.38) and ‘Helping teachers to plan their work’ (2.13 and 
2.16) had a service score which was higher than the priority score. ‘Challenging situations’ 
(1.71 and 2.00) had a service score which was more than 0.2 of a point above the priority score. 
Seven sets of scores had negative scores by 0.2 of a point or more and 3 had service scores 
more than 0.4 of a point below the priority scores. These were ‘Providing advice on how to 
deal with pupils with special needs’ (2.37 and 1.74), ‘Providing effective in-service courses’ 
(2.75 and 2.09) and ‘Planning and organising courses effectively’ (2.62 and 2.04).
Authority D also had 2 items which were less than 0.2 of a point apart and both had 
service scores higher than priority scores . These were ‘Challenging situations’ (1.83 and 
1.94) and ‘Helping teachers to think through ideas ‘(2.34 and 2.38). Eight items had service 
scores of 0.2 or more of a point below their priority scores and 4 items had service scores of 
more than 0.4 of a point below the priority scores. These were 'Supporting teachers dealing 
with assessment' (2.76 and 2.30), ‘Providing advice on how to deal with pupils with special 
needs’ (2.76 and 2.19), ‘Providing effective in-service courses’ (2.86and2.31) ‘Planningand 
organising courses effectively’ (2.86 and 2.19).
Here again all 4 authorities showed negative differences between the 2 scores for 
special needs (8th in priorities). All 4 had service scores of 0.4 or more below the priority 
scores. ‘Supporting teachers dealing with assessment’ (4th in priorities) had a negative 
difference of more than 0.4 for authorities A  and D and more than 0.2 for the other 2 
authorities. The two items at the top of the priority list, ‘Providing effective in-service 
courses’ and ‘Planning and organising courses effectively’ did badly in authorities C and D 
with negative difference scores of more than 0.41. The evidence from the interviews was that 
the advisory teachers were increasingly taking over in-service education so these scores are 
a matter for concern.
Comments by teachers on services they felt to be important
Fewer teachers than headteachers were interviewed and those interviews which took place 
were primarily to discuss the teachers’ experience of inspection. However, there were some 
relevant comments in the questionnaires as well as in the interviews, some with wider 
implications.
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Much concern that advisers rely too heavily on teachers’ own experience. Many teachers feel bewildered 
at the current rate of change and are looking for a strong lead. If advisers rely on teachers’ own 
experience, teachers feel let down, pointless in attending the course.
Primary school teacher, authority C
Advisory teachers are of value in the school because they work alongside the teacher and provide good 
support.
Primary school teacher, authority B
There were not many comments about what teachers wanted from advisory staff. The 
comments that were made could be summed up as ‘practical help for the classroom*
More informal visits in school, with chances for observation, discussion and advice in situ about concrete 
situations would be greatly appreciated.
Primary school teacher, authority C
New technology I think. Speaking for myself, it’s an area that I never thought I would have to teach as 
much as we are going to and I feel fairly ill-equipped and I would welcome any help and advice and I 
think a lot of primary teachers feel that way as well.
Primary school teacher, authority A
I think practical ideas that you can use in the classroom, good resources, things that actually work in the 
classroom and sort of lesson strategies and the organisational aspect.
Primary school teacher, authority A
Several teachers commented on things which had happened which they felt exempli­
fied good advisory practice or the good practice they would like to have.
They really understood our school and saw what we were doing, what we felt and what our ethos was 
and that was nice. When we talked to them afterwards we got feedback.
Lower school teacher, authority D
I think it’s a very good idea to have a little bit of a boost on the subject now and then because you can 
get rather stale and they come in and they ’ ve got all sorts of ideas and you go away and say, “Ooh that’s 
good, you know, I’ll do that” and then perhaps in a couple of months have a different subject in and the 
same thing.
Primary school teacher, authority A
I’ve found it helpful (visits from advisers) and I’ve taken on board what has been said. And I’ve found 
it confidence building in that they’ve been saying, ’What you’re doing’s fine.’
Primary school teacher, authority A
One adviser was absolutely spot on The most valuable thing was helping to plan and organise with
the hindsight of her experience. There was time for feedback, questions help etc. Another adviser didn’t 
really give clear enough objectives and consequently the planning for him to come in was difficult 
because he spoke in such vague terms.
Primary school teacher, authority C
Advisers and inspectors and to some extent advisory teachers are likely to be regarded 
critically by teachers and tested out for their ability to advise appropriately for age groups they 
are visiting.
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Many of the inspectors and advisers I have encountered have little experience of nursery education. 
Those who are involved in early years work and enthusiastic and helpful and they engender enthusiasm 
within the school. However, I feel that many of the inspectors and advisers have little idea of the general 
philosophy of nursery education and the practicalities of working with fives and under.
Nursery school teacher, authority D
1 think it’s got to be someone who relates to your normal everyday teaching practice. S ometimes you feel, 
‘Yes, that’s all very well for you to say, but would it work in the real world?’ I think you’ve got to be 
clear that they are thinking of the practical daily thirty five children as well.
Primary school teacher, authority A
They tend to get very involved in their subject and it’s all very well but when you have to teach every tiling 
else as well, sometimes it’s hard to address everything they’d like to see going on.
Primary school teacher, authority D
So many advisers and inspectors are specialists in their field they seem unaware of the demands placed 
on teachers of young children, who are expected to take on board all the ideas of the specialists, each of 
whom is unaware of what others in the advisory service are recommending.
Nursery school teacher, authority D
Summary
Findings in relation to the questions asked
1 Headteachers all rated inspection related activities highly. While this may be partly a 
matter of accepting that this is something which is going to happen anyway, the fact that 
it is not only inspection itself which is rated highly but all the activities related to it 
suggests that they are genuinely anxious to have this kind of service. Primary 
headteachers were also keen to have support in following up inspections. Sixty five per 
cent of headteachers overall would buy this service. Teachers placed inspection itself 
low in the list (14th) but ‘Making constructive comments’ is in first place.
2 As might be expected both headteachers and teachers placed ‘ Support in developing the 
National Curriculum’ and its accompanying assessment highly. Headteachers place 
3rd overall for advisers and 1st for advisory teachers. Teachers gave it a slightly less 
high rating than headteachers for work with advisers. (6th as compared with 3rd place) 
and placed it 4th for advisory teachers. It is therefore somewhat disturbing that these
2 items scored comparatively badly in the headteachers’ and teachers’ views of the 
service they received. This may be due to teachers’ own uncertainties making any help 
seem too little. It may also be due to the problem that information about developments 
in the National Curriculum often reaches advisers and advisory teachers too late to 
spend enough time developing good in-service provision. They also lack experience of 
teaching the National Curriculum. This will change as new people come into the service 
from teaching.
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3 Teachers rated in-service provision highly and ‘Providing effective in-service courses’ 
came in second place for advisers and first place for advisory teachers in the teachers’ 
lists. Advising on special needs came about halfway down both lists for advisers and 
is below halfway for teachers ’ priorities for advisory teachers but third in headteachers ’ 
priorities for advisory teachers. These items did not achieve high scores for service.
4 ‘Supporting the school in helping teachers experiencing difficulty’ was lower than 
might be expected and was at fourteenth place in the headteachers’ lists.
5 Appointment of staff and advice on new buildings and equipment came low in all lists 
but were commented on fairly frequently in discussions with secondary headteachers.
6 Items which might be regarded as curriculum advice (e.g. Advising on provision for 
learning and teaching; Providing advice on the management of the curriculum) also 
came low in the lists of priorities but were the most frequently mentioned items for 
which advisory help would be welcomed in all the discussions.
7 Overall the items which had the least difference between priority and service scores 
tended to be those where the priority score was low.
8 Headteachers tended to rate advisers more highly than advisory teachers and teachers 
tended to do the reverse.
9 Although inspection per se was rated with service scores within 0.2 of a point of the 
priority scores by 2 of the 4 authorities for headteachers and 3 of the 4 by teachers, some 
of the associated activities which affected the school were less well thought of by the 
teachers in particular. Items such as ‘Discussing work before and after inspection’ 
‘Making constructive comments’, ‘Providing advice and guidance on work seen’ 
showed large negative differences so far as the teachers were concerned in all 4 
authorities. It might be concluded that while the actual inspection appeared to be going 
reasonably, the associated activities needed to be improved.
10 ‘Supporting work in developing the National Curriculum’ did badly with 3 of the 4 
authorities with all groups. ‘Supporting teaching dealing with assessment’ did reasona­
bly in the views of headteachers so far as advisers were concerned and rather less well 
with teachers for advisers. It did badly also for advisory teachers with both headteachers 
and teachers. This is a disturbing finding given the current importance of supporting 
schools in these 2 areas.
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11 ‘Advising on provision for pupils with special needs ’ stood out as one item which was 
poorly rated by all groups in virtually every case. It came thirteenth in the priority list 
for headteachers and ninth for teachers. This is also disturbing, especially in view of 
legislation now going through which requires schools to have a policy which makes 
clear provision for pupils with special needs.
12 Teachers, in particular, rated the items on in-service education high in their priority list 
but there were some substantial negative differences between the priority and service 
scores for advisers and also in two authorities for advisory teachers.
13 Authority D which had separated inspection and advice generally did least well in the 
comparisons and in particular scores showed large negative differences for activities 
which involved the follow up to inspection. Headteachers also rated it poorly for 
inspection and for ‘Monitoring the standards of teaching and learning.’
Other findings
1 Headteachers were beginning to look towards a form of consultancy and to require this 
kind of service from the advisory team. At the same time, headteachers and teachers 
were looking for a lead from the advisory service. This has implication for the training 
of advisers and advisory teachers.
2 Some teachers felt threatened by the presence of advisers, particularly in the inspection 
role and this needs to be taken into account in planning inspections and other visits.
3 There was concern about the credibility of advisers who were experienced in a different 
sector of the education service. This also has implications for the training of advisers.
4 Teachers are looking for practical help in classroom practice from advisers and 
advisory teachers. They value the recent classroom experience of advisory teachers.
5 There was some evidence in discussion that headteachers would like more opportuni­
ties to discuss broader issues with advisers and inspectors.
6 Many of the comments by headteachers were concerned with the relationships which 
advisers and advisory teachers were able to form with them and with teachers.
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8 THE KEY AREAS - INSPECTION
Introduction
The key areas forjudging the effectiveness of an advisory team are inspection, advice and help 
and in-service education. Unless the team succeeds in these areas they cannot be regarded as 
successful. The other areas in the criteria list contribute to these areas.
Relevant literature
In September 1993 the first secondary schools will be inspected under the new arrangements 
for privatised inspection teams. In most parts of the country a number of schools have been 
prepared for this through inspection by their local authority advisory team and a few by 
inspection from HMI. A number of different patterns of inspection have been developed by 
local authorities and it seems a pity that the study of these has not preceded the implementation 
of the privatised system of inspection, because something might have been learned from them 
before adopting a version of the HMI system.
Maychell and Keys (1993) reviewed the various forms of inspection being used by local 
authority advisory teams and found that there were 6 different patterns: subject/thematic 
inspections which focused a particular subject or theme across a number of schools; 
inspection surveys in which the main purpose was to gather information for the authority to 
whom the report was addressed; selected whole school inspections in which certain schools 
were selected for particular reasons rather than as a rolling programme involving all schools; 
whole school inspections over a several year cycle; supported self-evaluation and various 
other types of inspection. For example, authority A  in this study inspected a number of subject 
areas in secondary schools each year. Webster (1989, p.471) described the situation in 
Tameside where every school was asked first of all to request comment from students and 
parents on a range of issues related to its performance, then ‘to analyse the performance of 
all their students across a variety of curricular and extra curricula areas’ Finally an outside 
team would review the school’s self-analysis.
Maychell and Keys (1993) found that three fifths of the authorities replying to their 
questionnaire said that they carried out a regular programme of whole school inspections and 
a further 9 planned to introduce them. Over half of these also carried out ‘selected’ school 
inspections as well. In addition, a third of the authorities which did not have a full inspection 
programme carried out full inspections in some schools.
They also asked LEA personnel and headteachers for their views about the privatised 
inspection scheme proposed by the government. About three-quarters of the LEA respon­
dents disagreed with the scheme and some 90% of headteachers. Forty two per cent of
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headteachers said they would prefer inspection by their own LEA team because it had the 
advantage of being able to follow up inspections and knew the school’s history and local 
context.
Maychell and Keys (1993, p.59) found that headteachers, writing of local authority 
inspections, appreciated ‘the positive atmosphere which the inspection team had created, the 
objectivity and impartiality of the team, the opportunity to engage in future planning and the 
useful advice, information and ideas given by inspectors.’ They pointed out that if inspection 
was totally divorced from advice schools would lose some of the aspects of the present system 
which they most valued.
The Citizens Charter (1992 p.38) noted that ‘the average proportion of time that local 
schools’ inspectors spend in observing teaching is 18%. The highest quartile is over 36% and 
the lowest less than 6%’ It states: ‘There is a powerful stimulus to improvement when those 
outside a service are able to compare the performance of one body with that of others on a clear 
and consistent basis. Good external audit and inspection expose weaknesses. They confirm 
the reliability of good internal systems. They help to spread good practice, value for money 
and raise the quality of service.’
Wilcox (1988, p. 12) suggested that ‘a new approach is needed which, instead of 
building up comprehensive pictures at particular points in time, establishes continuously 
evolving archives on them all’. He went on to suggest that these would consist of relevant 
documents and advisers’ reports and would be computer based.
McGee (1992, p.25) suggested that there were 3 main strands in inspection - compliance 
which he described as ‘checking whether what is provided meets statutory requirements as 
well as LEA and school policies ’, improvement which was concerned with identifying where 
provision or achievement was less than might be anticipated. The third strand was validation. 
He suggested that the first purpose of validation was to check whether the school development 
plan was a sound basis for a contract with the LEA for the provision of education and the 
second purpose was that of validating claims made by the school about its performance.
Mann (1990) reporting on a seminar, noted that Wilcox suggested that inspection was 
a way of generating knowledge about the system and was one way in which outsiders could 
evaluate what was happening. Inspection took place in a natural setting and built on existing 
tacit knowledge, making use of qualitative methods such as observation and interview. If this 
process was to be credible, it was essential that the criteria were explicit and consistent. Each 
member of the team must also adopt the same methods of analysing the data. Above all the 
team should try to find some independent source of evidence.
Stiggins and Bridgeford (1985, p. 86,87) suggested that there was a need to find ‘proof 
of the link between evaluation and instructional improvement’. They suggested that evalu­
ation of individual teachers as it was carried out in parts of America was ‘seemingly
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ineffectual in improving instruction.’ They suggest, among other things, a greater use of 
student evaluation and more involvement of the teacher in the process.
Wilkins, (1989, p. 10) describing the arrangements for inspection in Nottinghamshire, 
makes the following statement:
However, using only the traditional full-scale inspection ...has for long been felt to be insufficient and 
too inflexible. Two major developmental paths have therefore been followed. One of these involved 
variations of the inspection’s shape - length, focus, intensity, use of inspectors and so forth. The other 
has been to increase the involvement of the school, not just in debate and the making of suggestions but 
in the actual process itself.
Schemes of this sort have a flexibility and can be adapted to the situation on the ground 
in a way which will be difficult with the OFSTED scheme.
Peterson (1987) described teacher evaluation in a school district in Utah where various 
forms of evaluation were compared and contrasted. There were 8 lines of evidence - student 
report, parent survey, student achievement, teacher tests, peer review, administrator report, 
documentation of professionalism and ‘other’. They found that teacher test scores were 
negatively, though not significantly, associated with student, parent and administrator 
ratings. Administrator reports, by which he meant reports by the principal, tended to be lenient 
and showed low correlations with other measures. In general the lines of evidence tended to 
be independent of one another. This study suggests that the inclusion of parent surveys in the 
new pattern of inspection may well furnish interesting additional evidence.
Wilcox (1992, p.7,8) differentiated among evaluation, monitoring and inspection, 
pointing out that inspection tended to be omitted from writing on evaluation. He made the 
following points about evaluation:
Evaluation is based on evidence which is systematically collected;
The meaning of evidence is seldom unambiguous and therefore needs to be interpreted;
Judgements of value are made about the entity being evaluated and its effects;
Evaluation is action oriented, intended to lead to better practices and policies.
He went on to state that:
Monitoring involves the collection of information, on a regular basis, in order to check on the progress 
of an activity or the state of a system.
He suggested that inspections developed as data were collected and interpreted rather 
than following a pre-determined design. They tended to use qualitative approaches close to 
those of everyday life - observing, talking - more often than specialised quantitative methods. 
They involved a close relationship with respondents and observers were able to use tacit 
knowledge. Findings were expressed in terms of the particulars of the situation with some 
similarities to a case study approach.
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Wilson (1988, p.25) listed the evidence available on teaching quality. This was in 4 
categories:
1 Documentary evidence - materials prepared, test questions set, record system, letters to parents etc.
2 Observational evidence - first hand evidence from watching teacher at work or second hand by 
interviewing him (sic) or asking those who have been present
3 Achievement evidence - work books completed, examination results, attitudes of pupils to subject, 
intellectual and practical skills.
4 Factual evidence - matters such as attendance, lateness, involvement in extra-curricular activities.
Nixon and Rudduck (1992, p.9, 15) also studied advisers’ work in inspection. They 
found that many of the advisers they interviewed had entered the service with quite different 
ideas in mind. Many had been successful in curriculum development and had contributed to 
in-service training and saw themselves in the advisory role. This problem was also evident 
in the four authorities in this study. Nixon and Rudduck noted that:
it was evident from our interviews that advisers/inspectors were experiencing considerable disorienta­
tion as they sought ways of utilising past talents and sustaining past commitments within the new culture..
They questioned whether the lists of criteria that new inspectors were spending time 
constructing were, to some extent, a diversion from the complicated task of understanding the 
nature of professional judgement and applying it in a whole school context.
They found advisers well aware of the need for team work in inspection. They also 
stressed the need for classroom observation:
The real cutting edge of local inspection, as perceived by the advisers/inspectors themselves, is the 
overriding emphasis it places on the quality of learning in particular classrooms and subjects and how 
this is reflected in the achievement and progress of individual pupils and in their level of engagement 
with their work.
However, they felt that very often what advisers saw was a collection of individual 
lessons. There was a need for greater emphasis on whole school issues.
According to Potter’s (1992) account of his training for the new form of inspection it 
would appear to place a greater emphasis than formerly on inspection for accountability as 
opposed to inspection for development. Inspections by the local authority teams in this study 
have been strongly slanted towards development. In future the full report has to be available 
to parents in school and in the local library and all parents will receive a summary.
The function of the inspection will be to report on: 
the quality of education provided by the school; 
the educational standards achieved;
whether the financial resources of the school are managed efficiently; 
the spiritual, moral, social and cultural welfare of the pupils.
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The quality of teaching and learning will be graded 1 - 5 for every lesson observed. 
There will be a pre-inspection meeting for parents and there may also be a questionnaire 
distributed to parents asking for their views on the school.
HMI will monitor inspections and will continue to train inspectors. They will also re- 
inspect in the case of complaint and where there is a lack of bids to undertake the inspection.
Payment will be to the Registered Inspector in each case who will decide how much 
members of the team are to be paid.
There are many concerns about this system. Salter (1991) made the point that unless 
HMI continue to inspect they will no longer have the expertise to oversee inspection by others. 
Deschamp and McGaw (1979, p.210) writing of the situation in Australia, noted that
Centrally initiated evaluations... can readily dominate the school’s internal evaluation. The particular 
interests of an individual inspector, so quickly transmitted along the grapevine, take priority over 
identified school needs.
Pearce (1992 p 13) made the same point:
The real risk is not that inspectors may be in the pay and pocket of the school, but the other way round 
- that the school, desperate to satisfy and placate inspectors it does not know from Adam (whoever pays 
them) may cease to be true to itself.
In the same article Pearce also made a statement about the difficulties of inspection:
Inspection has 5 elements. It analyses data, deploys a range of observers, watches lessons, collects other 
observational evidence and evolves a collective view of all that it has gathered. Each of these is itself an 
expert business. On the data you have to know what questions to ask and indeed what secondary data 
may be needed for interpreting basic information. An adequate subject balance in a team of limited size 
is tricky and briefing about thinly-covered areas is critical. The selection of lessons to be observed by 
10 inspectors in 5 days, for example pre-supposes some sophisticated time-table analysis. Knowing how 
to read the marks and signs of a school outside of lessons - the buildings, behaviour, body-language... 
is a subtle, sensitive affair, especially in primary schools where display may mislead.
Leonard (1992) suggested that local teams of advisers might well be selective about 
those of the schools in their area they chose to tender for. They might well use their local 
knowledge to avoid schools known to pose problems, leaving these to outsiders.
A  number of the statements above spoke of or implied monitoring with the local 
authority advisory service in an accountability role and this was the situation before the 1992 
Education Act. Education is spending public money and LEAs were seen in the 1988 Act to 
have a duty to ensure that it was being well spent, a duty which was mainly to be discharged 
by the advisory services together with those officers who were concerned with monitoring 
finance.
Kogan (1986) suggested that there were three models of accountability. There was
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public or state control, with authority resting with elected representatives, appointed officials, 
headteachers and others who manage schools; professional control by teachers and profes­
sional administrators with associated self-reporting evaluation and consumerist control with 
either participatory democracy in the public sector or market mechanism. We have moved 
largely into the last model but with increased authority with the Secretary of State. This has 
changed the kind of process of evaluation from a largely participatory one to an external one.
Holt (1981, p.16) was very critical of the ability of local authority advisers to inspect 
schools. He commented that it was ‘clearly impossible for LEA advisers to close their minds 
to the various impressions they have collected about a school, or a particular subject 
department in the course of their regular professional transactions with the school’ . He felt 
that the ambiguity that the demand for both advice and inspection created was disturbing to 
teachers who could not be sure which hat the adviser was wearing when he or she visited the 
school, a view also stated by some teachers in this study. This leaves out of account the value 
of inspection where the school is known and the progress it has made can be assessed. HMI 
inspections have always been snapshots at a particular point in time which could not take 
account of the progress a school had made.
Stillman and Grant (1989) found that the right to inspect was part of the responsibility 
of 94% of advisers. Those titled inspector spent 12.5% of their time inspecting and those titled 
adviser 10.2%.
The Audit Commission (1989, pp. 1) reported on its own study of advisory services and 
made the following point about inspection:
LEAs need assurance, independent of institutional management, that education of a satisfactory quality 
is being provided. That assurance can only come as a result of professional monitoring, including direct 
observation (inspection). Measures to secure improvement also require a detached professional input 
(advice).
The Commission also made the point that part of the necessary information could be gathered 
only by professional observation and required the application of educational judgement 
before it could be used to assist in the formulation of recommendations for action. They also 
stressed that monitoring needed to produce results which could influence the activity being 
monitored.
Learmouth (1989, p.20) commenting on the Audit Commission Report suggested that:
The integrated team rather than separate inspection and advisory groups is surely good sense: LEA 
evaluation, divorced from the continuing involvement implied in its responsibility for an institution’s 
continuing development, runs too great a risk of becoming mechanical and superficial.
Inspection of various kinds was therefore a major role for advisers from 1988 until 
1992, a role which took a greater part of the time available than in the past when support for
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schools was seen as more important. Bolam (1978) found that only 51% of advisory teams 
undertook general inspection compared with 93% who spent time on in-service work. This 
increased during the 1980s so that Stillman and Grant (1989) found that 79.5% of advisers 
were involved in formal inspection. Carter and Arnold (1990, p.l) describing discussions 
with a group of chief advisers state:
With whatever degree of variation from one LEA to another, it will increasingly become the role of the 
adviser to monitor performance and the delivery of the National Curriculum. The emphasis will be on 
‘quality promotion’ as distinct from ‘advisory support for schools.'
Rhodes (1981, p.l) spoke of two kinds of inspection, enforcement inspection which was 
inspection to ensure compliance with statutory requirements and efficiency inspection which 
was inspection to secure, maintain or improve standards of performance. While there was an 
element of enforcement inspection in the work of advisers post 1988, enforcement inspection, 
strictly speaking, carries the right to impose sanctions and this was not part of the role of 
advisers or HMI. Both are efficiency inspectorates. They were ‘dependent on any action they 
might take as a result of inspection on the general administrative powers which then- 
employing department was able to bring to bear.’ Rhodes defined inspection as ‘looking 
carefully into, viewing closely and critically, examining something with a view to finding out 
its character and condition.’
Rhodes commented that there was a general assumption that inspection was an 
effective means of enforcing legislative requirements. He believed that this has inhibited 
fundamental appraisal of its principles and methods.
Nebesnuick (1989, pp.l, 2) noted definitions by Buckinghamshire and Cheshire of 
various terms used in the process of inspection.
Monitoring (Buckinghamshire definition)
The regular checking, against a set of criteria and performance indicators of aspects of the process of 
education. Monitoring is carried out through observation and analysis of each establishment’s own 
documentation and processes. The County’s criteria will form the framework within which the 
performance indicators will be developed by schools in partnership with the County.
Evaluation (Cheshire definition)
A description of any activity by the institution or the LEA where the quality of provision is the subject 
of systematic study. Its function is to secure or improve the functioning of an institution in order to 
produce a better quality of educational experience.
Review (Cheshire definition)
Indicates a retrospective activity and implies collection and examination of evidence. It provides the 
basis for informed judgement.
Assessment (Cheshire definition)
Implies the use of measurement and/or a grading based on known criteria.
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Bolam et al (1978, pp.81,82) recorded various views about inspection:
General inspections are of value to the advisers because they allow a deeper examination of a school or 
a subject than is otherwise possible. The school inspected reacts to the situation with a general tightening 
up and at least some of the staff re-thinking their role.
Inspections can destroy the relationships which one has built up over a prolonged period.
They concluded that very few advisers wanted more inspection. This view was 
supported by the reasons which advisers gave for joining the service. These were largely to 
do with a desire to improve the system through the advisory role.
Bimbaum (1989, p. 157) noted that there were 7 main criteria to be applied to 
arrangements for inspection:
They must be credible;
The outcomes must be valuable;
They must be effective;
The evidence collected must be reliable;
The judgements made must be valid;
The process should be verifiable;
The lessons from the process should be transferable.
It remains to be seen whether the new arrangements for inspection will meet these 
criteria.
Nebesnuick (1991, p.77) surveyed the way in which a number of authorities were 
evaluating the work of schools following the Education Reform Act. His results were as 
follows:
Full inspection 76% of authorities 
Departmental inspections/surveys 94%
Focussed day visits 85%
Thematic cross-establishment surveys 95%
Course review surveys 43%
Supporting institutional development plans 97%
Supporting school self-evaluation 90%
Attached adviser support 95 %
Other 15%
This list does not include negotiated inspections where the school and the advisory team 
agree together the aspects of the school which will be looked at. However, Nebusnuick lists 
this as one of the main priorities in inspection. It was a feature of all four of the authorities 
in this study.
A  very important part of the function of advisers is that of observing in classrooms. This 
is the case whether the adviser concerned comes as an inspector with a brief to evaluate what 
is seen and report on it or as a help and support to the teacher. Classroom observation is also
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important for advisory teachers who are clearly there to support the teacher.
Weade and Evertson (1991, p.38) gave a critical account of what can be learned by 
observing teaching. They pointed out that observation must have a focal point which was 
more than the tacit observation which is part of everyday life. They suggested that having a 
focus does not necessarily ‘imply a particular or pre-determined course of action’ They 
omitted to mention that one danger of unfocused observation was that the observer’s sub­
conscious prejudices may govern what is seen. They noted the difference that different 
observers make to the situation - a point that most advisers know well and they stress that what 
was seen was no more than a sample of what happens in the classroom. An important point 
was that the focus was too often on the teacher and his or her performance rather than on the 
interaction between teacher and students. The article ended with a useful summary of 
different types of note-taking for observation and the advantages and disadvantages of each.
Sergiovanni (1984, p.357) also wrote of classroom observation in the context of the 
American practice of evaluating the work of teachers, contrasting the scientific approach 
which he described as theoretical with the phenomenological which he described as a 
practical approach:
A practical perspective in supervision and evaluation is also dynamic and expansive. In contrast to the 
theoretical perspective, this holistic view seeks to make sense of classroom events, to explain and 
understand what is going on. Its purpose is not to establish truth in a traditional scientific sense but to 
be helpful to persons involved and to encourage meaningful change... Further, a practical perspective 
is decision oriented. As a result of supervision something is intended to happen to teaching.
He is critical of the scientific approach on the grounds that it ‘is only able to reveal truth 
within the limits of how its subject matter is conceived’
Like many other proponents of an ethnographic approach, he seems unaware that when 
one observes without any particular brief, one is governed by one’s frame of reference and 
ideas about how things should be and is, often without being entirely aware of it, looking for 
particular things just as surely as those who come in with a check list.
Shaw and Ormston (1993, p.l) studied the reactions of teachers to inspection in 2 
primary and 2 secondary schools. They found that ‘nearly two thirds of teachers change their 
lessons to perform before inspectors in the classroom... They switched to more “structured 
and inflexible” sessions than they had originally planned to run once they knew an inspector 
was coming into the classroom’. They also found that twice as many women expressed 
worries over inspection and 3 times more men than women felt that it was an annoyance. 
‘ One-fifth of the respondents - all women - said they did not feel that the observed lesson gave 
a true reflection of their normal standard of teaching.’
Turner (1987, pp.77,85) describes a study of self-evaluation by a school validated by
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inspection by the local advisory team. He commented that one head of department said that 
he was * tom between being brutally honest and papering over the cracks ’ in producing a report 
This would seem to be one of the problems of any report that is to be made public. The 
inspection that followed, undertaken at a time when schools were not in the habit of being 
inspected, gave rise to some comments that underline the problems of inspection. Turner 
noted the following:
Some teachers described the inspection as a very artificial set-up and claimed that in general people were 
not giving normal lessons. For example, it was pointed out to me that some teachers were making lesson 
notes for the first time in years. However, the majority of teachers who were interviewed claimed they 
had not done anything different from what they would have done were they not being observed, but they 
had probably prepared lessons more carefully and thought things through more.
Abbott (1990) analysed 50 HMI reports on primary schools searching for the criteria 
by which HMI were making judgements. She found a number of these judgements were 
clearly discernible but questioned whether there should not be some examination of the 
validity of HMI inspection by other researchers. She pointed out that HMI reports lack the 
clarity of those written by professional researchers and noted that anthropologists found that 
it took a great deal longer than the time allocated to a full inspection to gain genuine 
understanding of a human community.
Blanchard etal (1991, p.95) made a national survey of the work of advisory teachers. 
The article did not give any clear idea of what was asked of respondents but they concluded 
that there might be as many as 4500 advisory teachers working (an average of 40 per LEA). 
They noted that ‘most of our respondents state that it was the advisory teachers’ role to pursue 
the outcomes of inspections’. In the light of the findings of the survey described in chapter 
5 this is disturbing. The number of advisory teachers for 55% of authorities is likely to fall 
from 1470 to 903. If they are to provide the main follow up to inspection schools are likely 
to do rather badly.
Dean (1978a, p.5) noted the problems which can arise because different people 
involved in the process of evaluation have different frames of reference. Those inspecting 
schools need to be aware of this and look from the teacher’s point of view as well as from their 
own. She also suggested that ‘many things in a school look different when you attempt to 
stand where an individual child stands and try to see through his (sic) eyes and those of his 
parents’
The situation in the 4 authorities
Authority A  had a history of inspecting its schools but a good deal of thought and attention 
had been paid to the process in the last two years and the headteachers with whom it was 
discussed felt that there had been considerable improvement. The chief inspector in authority
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A spoke of the difficulty of having sufficient expertise among a small team for inspecting 
secondary schools. They were having to deal with this by involving advisory teachers for 
some areas of curriculum. Schools were asked in each case whether they were happy to accept 
this. None had so far refused but headteachers commented that advisory teachers had no 
‘clout’. Inspectors saw them as reporting to the appropriate inspector on their findings and the 
inspector would then deal with reporting both verbally and in writing.
This authority was also attempting to recruit people to the service as inspectors who had 
senior management experience so that schools could not say that inspectors lacked a broad 
overview. This was becoming increasingly difficult because of salary differentials and the 
changes coming about.
At the time of the study authority A planned a programme of 6 primary inspections per 
year, giving a 5 year cycle, together with a departmental inspection in each of their 9 
secondary schools each term with the departments to be inspected chosen by the headteachers 
in each case. This was generally appreciated by secondary schools who felt that departmental 
inspections allowed them to concentrate some attention on the department inspected rather 
than coping with the findings of a full inspection.
They also did thematic inspections and were looking at the results of the Language in 
the National Curriculum (LINC) project at the time of the discussion. They aimed to do a 
follow up after 4 or 5 terms for each inspection undertaken, looking at how the school had 
dealt with the recommendations of the original inspection The good average score per item 
from the headteachers of this authority for follow up (2.64) and comments from headteachers 
and teachers suggested that they were able to carry out follow up inspections as planned. 
Authority A  included a governor in its inspection team.
Authority B had started inspecting schools some 2 years ago and had looked at about 
10 schools a year in which it conducted what was known as School Review and Development 
(SRD) a practice where school and advisory service worked together over the course of a year. 
They were about to move on to some more formal inspections. In addition they reviewed all 
their secondary schools every other year, collecting together all the information they had on 
each one and discussing it as a team. This review was then discussed with the headteacher. 
There had not previously been reports from this practice but the team was about to produce 
reports to governors from the biennial review.
Authority C had no history of inspections and had a past advisory service which was 
used at the request of schools. They set up three kinds of inspection. Link review was a 2 day 
review of a school by the general adviser and one other. The team expected to do 150 of these 
in a year. This was complemented by team reviews of 4 or 5 days which did not involve the 
general adviser. Team reviews involved a lay member who might be a governor, a staff 
member and 4 or 5 advisers. Nine schools had had a team review in the previous year. There 
were also theme reviews which looked at some aspect of the work across a number of schools.
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Authority D had inspected schools for some time and about 2 years ago had separated 
advice and inspection. The principal inspector felt that the division had given them an 
opportunity to ‘home in on specific aspects of the job with more rigour and with greater 
concentration.’ They had also been able to develop a process which they called ‘commis­
sioned audit’ which was an opportunity for schools to request an audit of some particular 
aspect of their work. The inspectorate felt that this had been very useful. Follow up to 
inspection was handed over to a link adviser.
They had inspected 21 primary schools, 6 middle schools and 4 secondary schools in 
the year which was ending. They had also done commissioned audits of aspects of 3 further 
and higher education institutions. They included a lay person and a teacher in their inspection 
teams.
Authority D had set up a headteachers’ group to look critically at inspections and with 
whom inspectors discussed the inspection process.
The involvement of lay people, governors and members of staff in the various 
inspections appeared to have been accepted quite happily by schools. One school expressed 
this view about governors spending time in classrooms:
I think we’ve had a number of governors over the last few years come along to observe. I think on each 
occasion they’ve come into the department it’s been one of, you know, interest and wanting to find out 
more because they’re not really sure of what we’re doing and what the subject involves and so I think 
it’s been a very useful exercise from that point of view.
Secondary school head of department
A headteacher expressed this view about including a member of staff:
We decided that I would nominate a member of staff to be part of the review team so that it wasn’t seen 
so much as something from outside and I did nominate a teacher who also happened to be a governor, 
a teacher governor, someone who would have a lot of credibility with the staff. He also happened to be 
a strength and I think that was worthwhile.
Secondary school headteacher
A senior teacher from the same school made this comment:
As far as I am aware the preparation was of the nature of a number of meetings of the actual team of which 
we had a teacher representative from the school... which was of itself helpful because it was less sort 
of behind closed doors.
Secondary school teacher
Haigh (1992, p.28) described the experience of a grant maintained school which called 
on the advisory team of another local authority to inspect. This involved each department 
working with the inspector concerned to decide its own priorities for inspection. He 
concluded with the statement:
1 5 9
The fear is that the developmental approach with inspection, consultancy and training working together, 
may well prove difficult to sustain.
All four of the authorities in this study involved the schools to be inspected to some 
extent in discussion about the focus of the inspection and this was much appreciated. 
Headteachers said it gave them the opportunity to marry the inspection in with their own plans 
for development. In the authorities where inspection was a new activity there were some 
problems and difficulties as the inspections were set up and started but in general and with 
some exceptions the schools visited felt that the experience had been valuable and had 
contributed to their development.
The questionnaires
The question which was explored in relation to inspection was ‘How do headteachers and 
teachers regard the inspections being conducted by local authority advisory teams?’ This 
involved discussion with headteachers and teachers and a questionnaire survey.
Headteachers’ views of inspection
Headteachers were asked 9 questions in relation to inspection. In each case they were asked 
to tick one of 4 columns which were headed ‘good service’,’average service’ and ‘poor 
service’ or ‘service not used’. Ticks in the ‘good service’ column were counted as 3 points, 
those in the ‘average service’ column counted as 2 points and those in the ‘poor service’ 
column as one point. Those in the ‘service not used’ column were counted as 0 points. 
'Service not used’ was compensated for in making calculations (cf. pp. 109,110)
It should be noted that there was considerable difference among the 4 in the percentage 
of items which were marked ‘ service not used’ In authority A  this was 17% of the total number 
of items marked for headteachers. In authority B it was 23%. Authority C had a total of 31% 
and authority D 28%. This pattern may be a reflection of the overall staffing ratio of advisers 
to schools in the four authorities, which is authority A - 5.1 schools per adviser, authority B 
- 8.4 schools per adviser, authority C - 9.7 schools per adviser and authority D - 9.4 schools 
per adviser.
The graphs on the next page show the the average scores for each item of the 
questionnaire for the four authorities. The average scores overall were as follows:
Authority A  2.69
Authority B 2.22
Authority C 2.39
Authority D 2.26
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Scores of 2.50 and above will be referred to as ‘good’. Those between 2.00 and 2.49 
as ‘satisfactory’ and those below 1.99 as ‘poor’ (cf. p 81).
Page 165 provides a table of scores which folds out so that it can be consulted as this 
section of this chapter is read.
Authority A  had all items above 2.50 and had the highest score for every item. Authority 
B had no good scores above 2.50 and no poor scores below 2.00. They had the lowest score 
for 5 items. Authority C had 4 good scores of 2.50 or above and one poor score below 2.00. 
They had the lowest score for two items, sharing this with authority B for item D6, ‘Giving 
positive and negative feedback’. Authority D had one good score above 2.50 and one poor 
score below 2.00 and the lowest score for one item. It is interesting to note that Authority D 
which has separated inspection and advice did not score as well as authority A  where 
inspectors still perform both functions.
Authority A did comparatively well on all items. Particular strengths appear to be 
‘Evaluating the work of the school through inspection and other visits’ (2.83) and ‘Giving 
headteachers opportunity for preliminary explanation pre-inspection’ (2.87) The least 
satisfactory appear to be ‘Identifying shortcomings’ (2.53) and ‘Helping the school to follow 
up the findings of inspection’ (2.53) but both of these have scores above 2.50.
Authority B did best on ‘Discussing work both before and after inspection’ (2.37). Their 
least good score was for ‘Helping the school to follow up the findings of inspection’ (2.CH7).
Authority C did best on ‘Providing verbal reports (2.65) and ‘Providing written reports’ 
(2.59). Their least good score was for ‘Identifying shortcomings’ (1.91).
Authority D ’s best score was for ‘Identifying shortcomings’ (2.72). Their lowest score 
was for ‘Helping the school to follow up the findings of inspection’ (1.67) where it had a much 
lower score than other authorities. This may be the effect of separating inspection and advice.
Teachers’ views of inspection
Teachers were also asked to complete a questionnaire which had 8 rather than 9 questions 
about inspection. These were slightly different from those for headteachers in order to match 
them to classroom practice. They were scored in a similar way and allowance was made for 
items marked ‘service not used’. Graphs showing the average scores per person for each item 
are shown on the next page and scores are summarised on the fold out table on page 165.
In all 4 authorities the scores for teachers were below those for headteachers.The overall 
average scores for each authority were as follows:
Authority A  2.34
Authority B 1.90
Authority C 2.24
Authority D 2.07
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Authority D had the only good score which was for inspection and there were 11 poor 
scores.
Authority A  had the highest scores for 4 of the items and the lowest scores for none. 
Authority B had the lowest score for every item with 6 poor scores. Authority C had the 
highest scores for 3 items and one item with a score below 2.0. Authority D had the highest 
score for one item, shared the lowest score for one with authority B , had one other lowest score 
and had 4 scores below 2.00.
Authority A  ’ s highest score was for ‘Giving positive and negative feedback’ (2.47) The 
lowest scores were for ‘Monitoring classroom work’ (2.19) and ‘Giving teachers opportunity 
for preliminary explanation pre-inspection’ (2.15).
Authority B had the lowest scores overall. The highest score was for ‘Giving positive 
and negative feedback' (2.04). The lowest was for ‘Giving teachers opportunity for prelimi­
nary explanation pre-inspection’ (1.67).
Authority C ’s highest score was for ‘Evaluating the work of the school through 
inspection and other visits’ (2.42). They also had the highest score for ‘Observing teachers 
at work’ (2.31) ‘Giving teachers opportunity for preliminary explanation pre-inspection’ 
(2.36) and ‘Discussing work with teachers before and after inspection’ (2.30) Their lowest 
score was for ‘Monitoring classroom work’ (1.92).
Authority D ’s highest score was for ‘Evaluating the work of the school'through 
inspection’ (2.59) which would seem to be something of a justification for the separation of 
inspection and advice but this was not supported by then* scores on other items. There was a 
score of 2.29 for ‘Giving positive and negative feedback’ but all other scores were low. The 
lowest score was ‘Monitoring classroom work’ (1.77).
Two items which were common to headteachers and teachers had no scores below 2,00. 
These were ‘Evaluating the school through inspection and other visits’ and ‘Giving positive 
and negative feedback’.
164
TA
B
LE
 
OF
 
SC
O
R
ES
 
FO
R 
IN
S
P
E
C
T
IO
N
Fi
g.
 8
.3
D
ll vr
<n 2.
07
2.
33 M
D
IO
r-VC
cn 2.
15
2.
59
2.
19
a 2.3
3
2.
65
22
2
00
Q
*ic-* ^  P I ^to vrd orj
c4 ci| cn 2.
25 oq
*^t
o
nCN
VOON
B H00N 22
2
2.
53
2.
33
VO
CN 1.
67
22
6 voOn
a
Ol
CJ 2J
5
23
3
2.
37
2.
47
2.
04
2
.2
1
2.
29
a
toIT
c4 2.
13
19
1
2.
72
2.
45 CN
2.
15
2
.1
1
a 2.
19 ON CNOn K
to
Q 2.
28 VO i-HCS
Vo
jza.
£?Q
<nVC
c4 27
7
2
.2
0
2.
18
2.
44 Vo ■
2.
23
2
.0
0
S fO00f4 22
7
2.
47
2.
37
6S
t
ZYZ
OO'Z
LYZ
07VC
03 22
2
2.
39
2.
26
2.
34 o
.5*. 2
.2
4
2.
0
7
Au
th
or
ity
 
A
 
Au
th
or
ity
 
B 
Au
th
or
ity
 
C
 
Au
th
or
ity
 
D
Au
th
or
ity
 
A
 
Au
th
or
ity
 
B 
Au
th
or
ity
 
C
 
Au
th
or
ity
 
D
SAPB JO SMOIA .Sflpuajj sjosupp JO SMOTA .SJJL
R W) r  ^  H
•^ ■1 s’ s’tm -3 -d ,3
§ E !&,2  p p oq £ fi m
O  T-l
OO CT\ r-t -^1Q Q Q Q
oa
S) g a o 
§ 8
53 52 ■5 g
s sro a>«> s?r* F*
a"O£
.6
■S
£?>n ^COS J3 s~ *5 o
. S  t 3  j_»
8 S id 8
§ g s.f
.a sd-g o
I  2 ^
a °  S §g O 00
i i  . a  " o b  
5 a i  
S l 8F D pS
Comments in questionnaires
There were only 4 comments in questionnaires which concerned inspection. These included 
some positive comments on the value of inspection.
I found the following service very beneficial and supportive. Our adviser recently completed a 
curriculum review of our curriculum area. This involved an initial planning meeting between herself 
and the coordinator of curriculum, a two day visit when every member of staff was seen in aclassroom 
situation, a reporting back session to coordinator and heads of department and now running extra 
INSET to rectify planning shortfall within the department.
Secondary school teacher, authority B
The programme of extended review set up by the advisory service in our authority provides continuous 
feedback and positive steps for development within a critical by supportive framework.
Secondary school headteacher, authority C
There were comments about the credibility of inspectors whose background was 
secondary school inspecting in primary schools:
I believe formal inspection carried out in primary schools should be undertaken by primary inspectors 
not secondary inspectors 
Primary teacher, authority A
There was an expression of concern about the lack of discussion following an 
inspection
The school had a one week inspection recently which was a negative experience as we had not direct 
feedback at the time the inspectors were in school. We would have welcomed direct dialogue at the 
time which we feel would have made a positive contribution to the school’s development.
Junior school teacher, authority A
Evidence from  interviews
Interviews were held with the chief adviser in each authority and with groups of advisers and 
advisory teachers. There were also interviews with groups of primary and secondary 
headteachers and with heads and some staff in 12 schools which had been inspected. The 
schools visited included four secondary schools, three primary schools, one junior school, 
one infant school, one middle school and two lower schools. They were not a random sample, 
being chosen by the local chief adviser, but they included at least one school deliberately 
selected because inspection had been something of a disaster as well as schools where the 
reports were very good.
A  number of headteachers spoke of staff feeling threatened by advisory visits. 
Headteachers were also aware of the extent to which different advisers and inspectors were 
able to dispel or enhance the feeling of threat.
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Some of the teachers’ own comments bear out this view:
I think there’s always that nagging feeling at the back of your mind, that you’ve overlooked something 
or that there’s something that somebody else can see from outside that you can’t see yourself and I think 
that’s always the fear.
Lower school teacher, authority D
And obviously, although you know that nobody’s going to turn round and say, 'Well you aren’t worthy 
to be a teacher’ and sack you or anything but they’re going to sort of of - maybe - you are on the line. I 
don’t care how confident you feel. You are on the line. People are going to make comments and you are 
very aware of that and I think it’s human nature to want to show yourself off in the best light, you know. 
You don’t want to let yourself down.
Secondary school teacher, authority D
Teachers and headteachers appreciated good preparation for inspection made in good 
time. All four authorities had meetings for staff and for governors well in advance of the 
inspection at which they attempted to show the human face of inspection. Teachers felt better 
about it when they knew what was going to happen and the criteria by which judgements were 
to be made. The meetings which were most successful in the eyes of teachers and 
headteachers were those where the inspector taking them created a good relationship with the 
teachers concerned and reassured them that the whole process was for their benefit, that it 
would be positive and directed to the development of the school rather than to finding out the 
things that they were doing wrong. The following comments show this:
A The principal inspector came in and spoke to us as a staff and I think we certainly felt very at ease about
that It was useful, very informative.
B He gave us guidelines of what they would be looking at
A Yes, it was very good from that point of view because we felt we knew what they would be focussing
on and we felt very at ease about it really.
Lower school teachers, authority D
Even where this was done there were still concerns and anxiety in some schools.
HT My concern as a head was initially when there was discussion with the staff was that staff should feel
positive. And I think that just the word ’inspection’ meant that staff were very much on the defensive. 
They were suspicious and therefore the onus was on the inspection team was to break down this barrier 
before the actual inspection took place.
Q And did they?
HT I think they made positive efforts to show the human face, but nevertheless there seemed to be - staff were
suspicious that there was a hidden agenda no matter what verbal assurances there were from the team 
and staff did feel very much as though they were going to be under the microscope and they did feel that 
they wanted to know what it was all about - they were anxious about themselves. They were anxious 
about their classroom management when an inspector would be in place.
Primary school headteacher, authority A
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In one case the attitude of the lead inspector created problems:
She had given us to understand that the staff were going to see the human face of inspection and to a 
certain extent it would be an exercise in reassurance and I don’t think the staff perception was that at all.
I think very much they got the impression that here was an 'inspector’ and that seemed to be the line being 
set, so although questions were being asked, I think, you know, that that particular session was nowhere 
near as profitable as it might have been.
Middle school headteacher, authority D
Pre-inspection meetings could take place too far in advance of the inspection itself. One 
primary school teacher in authority A commented that they had had too long to ‘get worked 
up about it.’
All the authorities asked for a good deal of information before the inspection and 
schools commented that it was helpful to have this clearly defined although one school 
complained that advisers were asking for material which they should have had on file.
There were differing views about whether it was helpful to know to which lessons 
inspectors would be coming. The majority of teachers found it reassuring to know when they 
would be visited. They were aware that it meant that they would do their best to put on a show 
for the lessons the inspector was to see but felt that the alternative was that they would be 
putting on a show for the whole time the inspectors were in the school and they felt this was 
much more of a strain. One head of department commented:
I’ve got two staff,... who I (would) really rather they didn’t know, because I know if they’re told... they 
(will) want to do something quite different to what they would normally do because they feel they ought 
to do something spectacular and it doesn’t matter how many times you say ‘This lesson’s continuous. 
Carry on as you would normally.’
Secondary school head of department, authority A
A headteacher made the following points:
We were given a timetable of where people would be going during the day so members of staff had some 
idea when somebody would be coming and who that person would be. And having people knowing that 
I think they probably thought ‘Well I know what I’ll do1 and I know what I would have done as well! 
People held fire with certain things they were going to do a little bit so that when somebody came they 
were doing the part that they wanted to be doing.
Primary school headteacher, authority B
In one of the smaller schools visited, visits on the first day were programmed but 
thereafter inspectors went to lessons as they wished. The staff found this very satisfactory 
because the inspectors concerned managed to make really good relationships with them on 
the first day and they were able to feel confident enough on the subsequent days not to worry 
about being visited.
Teachers also felt that it was important for inspectors to talk with them before the lesson 
about what they were going to do.
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I think it (inspection) is enhanced for everybody concerned if they’re given some opportunity to share 
with the inspector the context in which they’re working and what they think the children are at and what 
it is they are trying to do.
Secondary school headteacher, authority A
However, primary teachers, in particular, found inspectors who tried to talk to them 
during the lesson something of a problem because they felt they needed to give all their 
attention to the children.
I found that actually if I was asked questions within the classroom context, I was not satisfactorily able 
to give answers, because I had 34 children with a practical activity lesson. What I did find was the 
questions were pursued and went into break time so we were able then to talk afterwards and really 
answering an involved question at the time when you have children that need your attention is difficult. 
Primary school teacher, authority B
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Teachers felt that the attitude of the inspector in the classroom was important. They 
found it intimidating if the inspector spent all the time at the back with a clipboard making 
notes which were never shown to the teacher.
HT If the body language conveys ‘I’m here to inspect’ staff will react in a particular way.
Q What body language conveys,’I’m here to inspect?’
HT Clipboard. Sitting at the back, making, visibly making notes and the fact that there was very little
communication. For example an inspector might go into the room. There might be a verbal exchange, 
but it was very much ‘I’m here to inspect’ and just sit back and just carry on and then after the session 
there might have been a word, but nothing in the way of sign language, the warmth, the smile, perhaps 
a little bit of a joke or something about a particular child. These things would have helped to break it 
down.
Primary school headteacher, authority A
I think it’s very important that the person who comes into your classroom you feel comfortable with and 
I did feel comfortable in the event and I liked very much that after the sessions were over we had time 
to talk about and evaluate what had gone on.
Middle school teacher, authority D
However good the relationship the inspector achieved, his or her presence disturbed 
children as well as teacher and no inspector sees the normal practice of the classroom.
Blease (1983, pp.215,216) looked at the problems of classroom observation in terms 
of the effect this had on teachers and pupils. He was speaking as a researcher spending a long 
time in a classroom, rather than the much shorter visits likely to be made by advisers. 
However, his findings about the effect his presence had on teachers and children were likely 
to be even more true for advisers than for researchers because the children do not have time 
during the shorter visits of advisers to become accustomed to someone sitting at the back of 
the classroom. He reminded us that what an observer sees in the classroom may not be a good
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sample of what normally happens. He noted that even teachers who appear to act naturally 
were affected by an observer and he quoted teachers’ comments such as the following:
I was in some respects perhaps more patient, more tolerant almost, while under observation. And to a 
certain extent I found it a little bit restrictive really. Perhaps I oughtn’t to have been quite so kind to some.
Take this lad over there, for instance, I think I would probably have treated him a lot more sharply than 
I did. I think also I would have been a lot less tolerant. I think I also went round a bit more than I might 
have done.
Blease pointed out that the children as well as teachers were affected by the presence 
of an observer, although he did not make it clear how evidence of this was collected. He stated 
that:
Many children had noted that they found it difficult to forget that I was sitting at the back of the room, 
and although they acknowledged that the effect diminished over time, they never felt free of it. Some 
children, it was claimed, ‘played to the gallery’ more than others which was plainly evident from the 
observer’s point of view also.
A further point which would have been of interest was the age group of the children 
which was not given. It would have been interesting to know whether the effect of an observer 
on the children differed at all with the age group.
One teacher in the present study described her experience like this:
One thing was actual way that some advisers approached the actual time in the classroom - almost going 
back to old college days, sitting at the back taking notes. Other adviser colleagues actually joined in the 
activities, spoke to the children, wandered about the classroom, much freer atmosphere. I must admit I 
was aware that someone was sitting at the back taking notes and the children were aware that someone 
was sitting at the back, so there were different styles there, but I do appreciate the informal style, getting 
involved, because you’re still observing, you can still put your finger on what’s going on. Also involving 
the children in the situation I think. It gives a much better perspective.
Primary school teacher, authority B
Another commented:
It’s not just the staff that are affected because the children are also looking. I mean they desperately want 
to know what’s going on ... and they’re sort of looking round.
Secondary school teacher, authority D
Teachers felt very strongly about the importance of feedback. Both headteachers and 
teachers felt that feedback about the lesson seen should take place fully and as soon after the 
lesson as possible so that the teacher gained the maximum benefit. Some schools employed 
a supply teacher to make this possible. Teachers found it very disturbing when an inspector 
simply left the lesson without saying anything.
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I think if you’re going to observe something in an area you’re not familiar, I mean a school you’re not 
familiar with, you have to be careful that what you observe - what is the rationale behind what you 
observe. So if you just make assumptions on the basis of... two days is nothing for a local inspection, 
is it?, so you’ve really got to do a tremendous amount in that time and there -1 think that the observation 
needs to go along with what you had -which was a discussion - *1 noticed this,’ ‘Why didyoudothat?’or 
‘Why was that one on her own? ’ ‘I noticed she said nothing, was there a reason for that?’ or something.
I think there needs to be some kind of dialogue between them on specifics if you’re really going to get 
the feel of the place.
Secondary school teacher, authority A
No comment means, ‘Good heavens, it must have been awful.’
Secondary school teacher, authority A
Even if it’s only thank you and a smile and whatever so they feel the world hasn’t fallen apart and 
really it wasn’t that bad.
Secondary school head of department, authority A
Staff do feel quite strongly - very strongly in fact, that they would like the opportunity to discuss. If that 
isn’t there all the other things lose their value. They do feel that if they’ve been observed, then they expect 
and feel they have an entitlement to discuss the content.
Secondary school headteacher, authority A
We had a very relaxed inspection, from the point of view the inspector who came in saw us informally 
as well and had coffee with us and there was an opportunity then for people to continue discussion and 
general points being asked which was quite nice and gave people the opportunity to say, you know, ‘Well 
this is our thinking’ and I think that was as importantin some cases as the observation, the fact that people 
had a chance to actually respond and give their own impression.
Secondary school head of department, authority A
When this didn’t happen teachers felt that they had been sold short:
I think we felt a lack of communication. Once they arrived they didn’t communicate with us at all so we 
had no feedback, so we had no idea what they were thinking, whether they were happy at the time or not 
and quite often they took a lot of notes and we had no idea what they were writing or why. I mean, 
obviously we didn’t expect to see, but we all felt that if we had had at times some kind of reassurance 
or feedback then it would have been more positive for us.
Junior school teacher, authority A
There was concern also about the amount of time inspectors spent with individual 
teachers. Teachers wanted them to spend enough time to get an adequate picture of the work 
of the classroom but there was a strain on the teacher if the inspector spent too long in one 
classroom.
I personally had someone with me for a whole afternoon. I felt in a way that an afternoon was too long. 
I felt that it was a pressure to have somebody with you all the afternoon, even though the person with 
me seemed to enjoy it and everything went off fine and we all enjoyed ourselves and had a nice afternoon. 
I felt that an afternoon was more than enough from my point of view.
Primary school teacher, authority B
It was also a strain if the teachers were unable to get away from the inspectors. This is 
a problem in the small primary school where there is only the staff room for both groups. As 
one teacher put it:
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I felt we didn’t have a chance to get away, because they were in the staffroom with us at break time and 
they were with us at lunch as well.
Primary school teacher, authority B
Teachers also liked to feel that pupils’ work has been looked at thoroughly and spoke 
approvingly of the HMI practice of asking for samples of work. One teacher spoke very 
critically of an adviser who had not studied the pupils’ work thoroughly and then made 
criticisms which she felt were inaccurate and could have been corrected by looking at what 
the pupils had done. Another teacher made the point that it was useful when advisers asked 
for children’s work in advance, particularly in subjects where work may have been taken 
home.
If you’re judging purely on what you see of the (pupil) during the lesson, it only gives part of the picture. 
It’s more use to see a collection of work over a long period of time.
Secondary school head of department, authority A
Discussion about wider issues was also welcomed particularly by headteachers who 
were keen to discuss some of the problems of organising work in the National Curriculum.
We (headteacher and general adviser) actually spent about one and a half hours hidden away so that 
people couldn’t find us, literally talking our way through all sorts of things from formative assessment, 
different ways of doing it the way we would do if we had a class full time, something we haven’t had 
time to do. We had time to ourselves literally just to talk about day-to-day running of a classroom, 
organisation, planning, all those things which I don’t think I’ve had time to talk with an adviser about 
for about 8 years ... It was probably one of the most worthwhile sessions that I’ve had for a long time. 
Primary school headteacher, authority B
There were several concerns about credibility. These were more likely to occur with 
local authority advisers since their background was often known to the heads and teachers in 
a way which would be unusual for HMI. Advisers with a secondary background who came 
to inspect primary classes without having done enough homework on primary education 
came in for a lot of criticism and is something which will be less likely under the new system. 
However, some headteachers welcomed the fresh eye of someone coming from outside the 
primary sector but much depended on whether the person concerned had learned anything 
about primary schools before coming and on the relationship which he or she was able to form.
I think someone coming in who’s nothad the experience, as I say, very little experience of junior schools 
and being so unopen to what we were saying.
Junior school teacher, authority A
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Advisers themselves also felt concern about this. One commented:
I certainly don’t feel as confident dealing with primary issues as I do with secondary issues. I mean we 
can ’ tall be expected to be equally well informed and practised in terms of primary practice and secondary 
practice and therefore I feel there is some justification for some people within the overall team who are 
primary experts.
Inspector, authority A
There was also concern about the fact that many advisers were already in post when the 
National Curriculum came in and had not therefore had experience of teaching it in the 
classroom.
I’ve got one very good head of department who really did wonder whether what the inspector and the 
advisory teacher together were trying to comment on was realistic and this is when teachers are trying 
to work the National Curriculum in a manageable way, working in an area in which they know very little 
and yet the inspectors are asking questions and the advisory teachers are asking a question which on the 
face of it seems a whale of a question. And then when the head of department says, ‘Well I haven’t got 
an answer, what’s your answer?’ the inspector or adviser hasn’t got an answer either and that answer 
hasn’t gone down terribly well with the head of department’
Secondary school headteacher, authority A
The other thing I think is important is the National Curriculum and how far advisers can remain credible 
with never having any experience of the National Curriculum, in a very practical way, but just the sort 
of bird’s eye observing.
Primary school headteacher, authority C
Some primary teachers in particular felt that specialist advisers did not always 
appreciate the pressures they were under with every subject to teach.
They tend to get very involved in their subjectand it’s all very well but when you have to teach everything 
else as well it’s hard to address everything they would like to see going on.
Primary school teacher, authority A
There was also concern about advisers who were not sufficiently open minded. Some 
schools felt that the people who had inspected them were interested only in seeing their own 
ideas put into practice. In the words of one teacher:
I think their preconceived philosophy shone through all the time in that they had very strong opinions 
and there was an intolerance coming through all the time.
Junior school teacher, authority A
Another criticism was that the views of individual teachers were sometimes taken as 
the views of the whole staff particularly in the secondary school.
The way in which criticisms were made was also important. Where the advisers showed
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genuine appreciation of the school’s good points, criticisms became much more acceptable. 
One school described feedback in these terms:
The positive suggestions were phrased in such a way that it’s very difficult to describe but it was done 
with great skill so that you felt that you were three-quarters of the way there and by the way, what about 
doing this and when you thought about it afterwards you realised that ‘by the way how about doing this’ 
were actually the key things which were coming over.
Secondary school head of department, authority A
One teacher commented with approval of the way in which the adviser in her classroom 
had always made the assumption that where something could have been better there was a 
reason for it being as it was. She said she felt he had respected her professionalism.
The way in which an adviser approached teachers was of considerable importance 
whether in the context of an inspection or more generally. Teachers had a good deal to say 
about this and particularly about the way in which inspectors managed feedback from 
inspection.
They were very appreciative of the things that they saw that were good and therefore that helps and the 
fact that they were appreciative and full of praise for the things they liked made us able to withstand the 
odd things they found fault with and that was balanced.
Middle school teacher, authority D
They were highly critical when this was badly done:
Because there was no discussion we had no right of reply. We weren’t given a chance to explain why 
maybe we were doing things.
Junior school teacher, authority A
Teachers and headteachers welcomed discussion about the findings. In most of the 
schools there was an element of negotiation of the report. Headteachers were told that while 
opinions would remain, matters of fact could be corrected and this appeared to happen in most 
of the schools and as a result most were reasonably happy with the final report.
What I’ve been impressed particularly with with one or two inspectors is their willingness to - if they’ve 
made a statement that seems perhaps rather blunt or I’d say, ‘Look you’ve only come in for a week but 
actually this is more how it is’ or if we’ve wanted to change the emphasis slightly they’ve always been 
prepared to say, ‘Well yes, that is a point’ and they’ve altered it.
Secondary school headteacher, authority A
I found that when you do the draft report having been at the verbal comment, then they send the draft 
for inaccuracies. I’ve found that they’ve bent over in the main, certainly in the last two out of three and 
have been incredibly positive in terms of saying, ‘Yes, thank you, I will alter or highlight that’ 
Secondary school headteacher, authority A
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Some reports took a very long time to come and while schools appreciated the 
importance of getting the report properly checked, they were concerned about this because 
they wanted to get on and work on the findings. This made the verbal feedback doubly 
important. One teacher commented about the slowness of the LEA in getting the report out:
We do tend to operate on a much faster level in school. I think there’s a difference in culture there, I mean 
the wheels are spinning much faster.
Secondary school teacher, authority C
Schools felt that follow up was very important and primary schools in particular 
welcomed follow up with advisers and advisory teachers.
Follow up always seems to have been done fairly sensitively and sensibly in terms of the refer back to 
the recommendations that they’ve done and they remind the department and they come in and discuss 
what they will looking at. I feel that those have been - they’re only lasting a day or two, not in the same 
depth as the inspection. But I think the fact that they happen and then again there’s feedback to the 
department which is very important and I think the follow up is very good because it does make the 
department realise that, you know, you can’t just wave the reportaway because there is going to be follow 
up.
Secondary school headteacher, authority A
The school also needs to follow up the inspection if it is to be of use to them:
We used it (the inspection report) as a very valuable tool for the school development plan and in the first 
- in the subsequent development plan... .several of the issues and recommendations of the report were 
reflected... and we used it again the following year. So we’ve been able to use it as a very valuable tool 
for the school development and from that point of view it’s been very positive.
Primary school headteacher, authority A
In most cases there was also a formal follow up review in which the school was visited 
to discuss and find out how far they had come with the recommendations made as part of the 
inspection. This was generally appreciated.
Authority D had a system in which a link adviser was appointed to help the school to 
follow up the inspection and the district inspector for the school had the task of monitoring 
what happened. The following extracts describe some of the problems which can occur when 
inspection and advice are separated in this way:
I was under the impression that district inspector and link adviser would come together and they’d help 
you follow through. I had 2 separate visits. The link adviser came first but didn’t know the staff of the 
school, misinterpreted the recommendations, wentaway with the wrong priorities. The district inspector 
got the right priorities and there was a bit of a problem persuading the link adviser who was right. 
Primary school headteacher, authority D
Our district inspector came in and said ‘Right, now I’m supposed to monitor what has happened with 
your recommendations, but I’m not going to help you with it. I’ve got to ask somebody else who’s going 
to be, if you like, the adviser who will actually advise you all about it’ Bureaucracy gone mad. 
Middle school headteacher, authority D
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So in terms of working out, it’s allowed us to focus on particular processes and I think we do them much 
better than in the past. We’ve been able to develop critical pathways in inspection. Bit by bit we’ve been 
able to address issues as they’ve come on stream in a more systematic way.
Principal inspector, authority D
Overall the impression received from the schools was that inspection by local authority 
teams was successful in many cases in creating development in the school. It is to be hoped 
that inspection by privatised teams will be equally successful
There was a feeling among the staff in some of the schools that the experience they had 
had of inspection by their local team was a good preparation for future inspections:
Now it’s all over there are all kinds of positive feelings about it, which I don’t think were in place ... 
because it was quite an anxiety producing time but the fact that it’s favourable has made us all feel good 
about what we’re doing and it means that when we have the lesser reviews, we are going to be able to 
say ‘This is easy’. It won’t be easy, I know, but we will feel less threatened by it Any sort of input from 
whatever sort of inspection takes place in the future we’re going to be able to feel a bit more confident 
about it.
Primary school headteacher, authority C
One headteacher whose school had been amalgamated with another some four years 
previously made the point that it was important that those inspecting the school knew its 
context. He felt it was a matter for concern that the privatised inspection scheme which was 
to be implemented was likely to result in snapshots of schools which did not take into account 
where they had come from.
Summary
Findings in relation to the question asked
1 Headteachers would seem to have a fair amount of regard for the inspections run by the 
local advisory team. Teachers less so. Scores for all 4 authorities from teachers are 
lower than those for headteachers. This may be a reflection of the fact that teachers 
generally appear to find the process more threatening than headteachers.
2 Headteachers and teachers felt that inspection was a more valuable process when they 
were involved in discussing its focus and were able to link it with their own plans for 
the school. All 4 authorities aimed to do this.
There are also some advantages:
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3 Authority A had the best overall scores for all items for inspection from headteachers 
with an average score of 2.63 and all good scores. This could reflect the fact that 
inspection has been developing over a longer period in this authority or it may be that 
they have a better staffing ratio of inspectors to schools or they may simply have been 
better organised and more competent. It is of interest that this authority had a very small 
team and had difficulty in covering the whole curriculum. There may also be an element 
of its members being better known to schools and therefore more appreciated because 
of the small size of the authority.
4 Authorities B and D were given satisfactory scores throughout by headteachers with 
average of 2.22 and 2.26 respectively with the exception of a poor score of 1.67 for 
following up inspection in authority D. These scores suggested steady work. The low 
score for follow up may be the result of separating advice and inspection without 
organising the link up sufficiently. Authority C had an average score of 2.39, with 4 
good scores and one poor score.
5 Authority A also did best with teachers with an an overall score of 2.34. Authorities B 
and D had rather lower scores from teachers with an average of 1.90 and 2.07 
respectively but D had the only good score given by teachers for ‘Evaluating the work 
of the school through inspection’(2.59). However, they had poor scores for 4 other 
items. Authority C had a better average than B or D (2.24) and satisfactory scores 
except for ‘Monitoring classroom work’ which was poor.
Other findings
1 Three of the 4 authorities involved lay people in their inspections. This did not appear 
to cause much concern to schools. Authority D involved a member of staff also and this 
was appreciated.
2 T eachers generally felt threatened by inspection. It became less threatening if they were 
given information about what was going to happen and if they knew the criteria by 
which judgements were being made. All 4 authorities spent time and care preparing 
schools for inspection and this was appreciated by headteachers and teachers but it 
could go wrong if the attitude of the inspector was not satisfactory.
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3 Most teachers found it helpful to know when an adviser or inspector would be coming 
into their classroom. They appreciated the opportunity to discuss what they would be 
doing with the adviser before the lesson. The attitude of the inspector in the classroom 
was important. Inspectors who sat at the back with a clipboard tended to be intimidat­
ing. This affected children as well as teachers. They appreciated it when pupils’ work 
was thoroughly examined. They felt very strongly about the need for feedback after the 
lesson and for some comment as the inspector left the classroom. Teachers and 
particularly headteachers welcomed discussion of wider issues. There was a strain in 
having inspectors in the school and this was enhanced if the inspector spent too long 
in one classroom.
4 Teachers were concerned about credibility from the point of view of specialist 
secondary advisers looking at primary schools and also because few advisers had had 
experience of working with the National Cuniculum. Some specialist advisers ap­
peared to teachers not to appreciate the breadth of the primary school teachers’ task.
5 The way in which reports were delivered was important. Teachers and headteachers 
appreciated it when criticisms were made in the context of appreciation of the school’s 
good points. Discussion about findings was welcomed and there was appreciation of 
the opportunity to negotiate points in the written report. The length of time some reports 
took to be delivered was a matter for concern because schools were often keen to start 
implementing the recommendations and this was easier to do once the report was 
available.
6 Headteachers and teachers felt that follow up was very important if the inspection was 
to be of value both from the authority and within the school. This included both advice 
and support and a programme of re-visiting after a period to check on what had 
happened.
7 The only evidence to suggest that separating inspection and advice improved inspec­
tion was that authority D was the sole authority to gain a good score from teachers for 
the actual process of inspection,but there were 4 poor scores from teachers for other 
aspects of the inspection process. There was evidence that follow up in particular was 
considerably less satisfactory in Authority D than elsewhere.
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9 THE KEY AREAS - ADVICE AND SUPPORT
Introduction
This second key area is under a certain amount of threat at the present time in many local 
education authorities because the money for advisory services is being delegated to schools 
who may or may not buy in the advice they need,(cf the national survey in chapter 5). There 
is particular concern for very small schools who probably have a greater need of advice than 
larger schools but are unlikely to be able to afford it on the scale that it has been available 
previously. The four authorities in this study were all thinking in terms of packages of services 
which schools might or might not buy.
Relevant literature
The Audit Commission (1989, p. 118) listed three different groups of people as potential 
recipients of advice from the advisory service - the members and officers of the LEA, 
governors, heads and principals and individual members of school and college staffs. They 
made the point that outside advice is valuable to institutions because it brought a wider view.
Many respondents to the Audit Commission stressed the importance of their contact 
with schools:
Contact with schools is, for many advisers, the raison d’etre of their work but the value of that work
depends, in part, on the network of other contacts which the adviser maintains.
Garnett (1977, p.33) described the views of headteachers about advisers. The headteach­
ers felt that the adviser ‘should be a person with whom they could discuss administrative 
problems and curriculum development freely, looking to him (sic) for new ideas and 
stimulus.’
Dean (1979) looked at the problem created by the fact that advisers normally have an 
involvement in the promotion of teachers and the effect of this on their role as advisers. This 
could make teachers feel somewhat threatened and perhaps less ready to reject advice which 
seemed inappropriate. She suggested that the alternatives would tend to be worse since advice 
given by those who did not know the schools would be less effective. She stressed the 
importance of someone knowing each school well.
Wilcock (1977, p. 16) writing as a headteacher who valued the support of advisers, 
regretted that there were too few opportunities to discuss the work of the school in general 
terms with advisers:
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I feel a definite need to discuss in detail our own individual situation with someone whose opinins and 
views I respect, who moves in the wider world of education and is conversant with our own situation.
Some advisers in the study by Bolam et al (1978, p.72) saw the appointment of staff 
as an important way of bringing about change. Others were more cynical about a procedure 
undertaken mainly by laymen and women:
Having seen hundreds of appointments by committees of councillors and followed the careers of the 
successful candidates, I would regard appointments as a gamble. Sometimes drawing lots would be as 
useful.
Stanton (1979) gave an interesting account of the improvement of a lecturer’s technique 
as a result of using a consultant and feedback from students. This has relevance for advisers 
who are often in the position of trying to help teachers improve their performance. The 
particular point which was of interest was the use of student feedback, a technique rarely used 
by advisers, but one which could of considerable value where schools were prepared to use 
it, particularly where older children were concerned. In this study the consultant noted the 
criticisms which students were making and set up a meeting with the lecturer and group of 
the students who were very supportive in trying to suggest ways in which the lecturer could 
be more effective. As a result he changed his method of working completely to one in which 
there was much more experiential work and discussion and more involvement of students. 
The following year group of students rated his performance very highly.
Dean (1984, pp.9,10) listed some of the expectations which schools were likely to have 
of advisers. The following are extracted from a long list:
To be successful an advisory team must at least in part, fulfil the expectations of the schools. Schools expect 
advisers:
a) To be friendly and personal in their approach
c) To take a personal interest in the school, knowing at least the key members of the staff, their aspirations,
strengths and weaknesses and the problems of the school in general terms
e) To give help and support to teachers who have professional difficulties
f) To reflect performance for the head and teachers
g) To provide headteachers and teachers with information about what is happening elsewhere
h) To provide expertise in certain curriculum areas over and above that in the school itself
j) To act as a catalyst within the school, helping the staff to achieve change
1) To be a focal point for solving problems and a sounding board for ideas
o) To help the head to evaluate what is happening within the school, to plan ahead and deploy resources
r) To foster continuity between various stages of education and liaison between the appropriate teachers
w) To ensure that appropriate in-service education is provided and sometimes to play a key role in
programme organised
The National Steering Group on Teacher Appraisal (1989) suggested that headteachers 
should be appraised by two appraisers and that these should be a fellow headteacher and an 
officer of the LEA. Baker (1993) reviewed how this was working out in different authorities
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and wrote of the adviser’s role as appraiser of headteachers. This appeared to be generally 
appreciated as bringing a rigour to the exercise and contributing experience of appraisals of 
other headteachers. In some authorities the adviser appraiser was the person with responsi­
bility as link adviser to the school. In other cases an individual or small group had this as a 
major responsibility. In most authorities the appraiser was chosen by the chief education 
officer - presumably by delegation to the chief adviser or other person responsible for the 
scheme, but some authorities allowed headteachers to choose their own appraiser. Others 
could exercise a negative preference.
Biott (1991) described the work of advisory teachers and divided their work into 3 broad 
forms of support - for pupils, teacher/pupil support and support for curriculum and materials 
development. The teacher/pupil support consisted of general class support which involved 
team teaching, consultative support which was concerned with dealing with problems, 
analytical support where the advisory teacher was concerned with trying to detect what might 
be going wrong, observational support in which specific points in organisation, lesson 
preparation or learning strategy were observed, substitutional support where the advisory 
teacher took over the teaching of the class and specific in-class support as a follow up to the 
analysis of a difficult lesson.
Blanchard et al (1991, p.95) also described the work of advisory teachers, stressing the 
need for the kind of service advisory teachers offer in the process of following up inspection. 
They stressed the need for the advisory teacher to be in a position to work flexibly and to have 
range of strategies so that they ‘can develop a relationship of trust, such that mutual needs can 
be revealed and met in a mutually supportive way.’ They suggested that:
It is doubtful whether inspectors can ever get to know the individual circumstances of teachers 
sufficiently well so as to be able to offer them meaningful support Inspectors and advisory teachers will 
have to work closely together if inspection is not to become an isolated activity, alienated from the real 
concerns of professional development.
The future plans for inspection make it unlikely that this close relationship will develop, 
especially where inspection is undertaken by a team which is not part of the local authority. 
Chapter 5 also suggests that advisory teachers may be too few on the ground to provide as 
much follow up as schools will need.
de Boo (1988, p. 16) identified some of the qualities and abilities he felt he needed as 
an science advisory teacher. There were as follows:
ability to create an atmosphere of trust; 
credibility as an ordinary classroom teacher; 
adaptability and flexibility; 
sensibility and discretion; 
encouragement and a sense of humour,
being sure and clear about my own aims - setting achievable objectives - having realistic expectations; 
ability to supply ideas and information.
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He also listed the advantages of school-based support. They included:
working alongside teachers on their ‘home ground’; 
adapting to the individual teacher’s level of experience, expertise and needs; 
relating the science teaching directly to the teacher’s own class of children; 
relating the response directly to the conditions pertaining in the school; 
being a positive influence for science in the staffroom (an ambassador);
being an opportunist and incorporating other cross-curricular activities into the science programme; 
being a guide through difficulties, if any, of policy development and documentation.
The situation in the 4 authorities
In all 4 authorities advisers had a general role with a group of schools for which they were 
responsible. In authority A  every school had an attached inspector and because of the good 
ratio of inspectors to schools, each attached inspector reckoned to visit his or her schools twice 
a term. Discussion with headteachers and teachers suggested that this actually happened. A  
major task for these visits was to discuss the school development plan and to monitor its 
progress. Advisory teachers all worked to an individual inspector but since the inspectorate 
was not large enough to have specialists in every curriculum subject, some advisory teachers 
had some of the role of inspectors, offering specialist advice to schools. Inspectors were 
heavily involved in headteacher appraisal.
In authority B all secondary schools had a general adviser, known as a pastoral care 
adviser. All secondary advisers had this role as well as a specialist role but additional primary 
advisers had recently been recruited and these advisers had become the main point of contact 
for primary schools. In addition specialist advisers had each taken on the management of a 
particular task such as looking after newly qualified teachers. The extent to which they visited 
schools seemed to be variable, according to headteachers, but they were supported by a very 
full computer programme which gave each adviser a printout of how he or she had spent time 
each month.
In authority C some advisers had a purely specialist role while others combined a 
specialism with a general role. The general role had been fairly recently introduced in this 
authority and there was some doubt about it on the part of both advisers and headteachers, with 
some thinking it excellent and others thinking it a mistake. Advisers attended virtually all 
appointments.
In authority D it was the inspectors rather than the advisers who had the general role, 
leaving the advisers to undertake specialist work. The district inspector was a comparatively 
recent innovation and the task was to monitor the work of the school and to monitor follow 
up to inspections. Here again there was doubt as well as approval expressed by headteachers 
about the value of this role. Advisers, for their part, were responsible for the follow up itself 
and after each inspection, a link adviser was appointed with this responsibility.
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The questionnaire survey
The question which was explored in relation to advice and support was ‘How do headteachers 
and teachers regard the advice and help offered to them by local authority advisory teams?’ 
This involved in the first place questionnaires to headteachers and teachers.
Headteachers’ views of advice and support from advisers
Headteachers were asked 16 questions in relation to advice and support from advisers. As in 
other sections of the questionnaires they were asked to tick one of 4 columns headed ‘good 
service’, ‘average service’, poor service’ or ‘service not used’ ‘Good service’,’average 
service’ and ‘poor service’ attracted 3,2 and one point respectively and ‘service not used’ was 
given no points but was compensated for in the calculations. The graphs on the nextpage show 
the average score per item. There is also a fold out table on page 194 which may be consulted 
during the reading of the discussion of the findings of the questionnaires. Overall the average 
scores for each authority were as follows:
Authority A  2.32
Authority B 2.05
Authority C 2.11
Authority D 2.08
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E9 Supporting work in developing the National Curriculum
E10 Supporting teaching dealing with assessment
El 1 Advising on provision for learning and teaching
E12 Advising on provision for pupils with special needs
E13 Supporting headteachers in making the school development plan
E14 Supporting headteachers in implementing the school development plan
E15 Supporting the head and senior staff in their management roles
E16 Providing advice on the management of the curriculun
E17 Working collaboratively with headteachers
El 8 Helping headteachers to analyse problems
E19 Working collaboratively with governors
E20 Advising on the appointment of staff
E21 Providing reports on the work of teachers when required
E22 Supporting the school in helping teachers experiencing difficulty
E23 Advising on the design and equipping of new accommodation
E24 Advising on equipment and other resources
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A u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e  f o r  1 1  o f  t h e  1 6  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  n o n e  
w i t h  2 i t e m s  s c o r i n g  a b o v e  2 . 5 0  a n d  n o  i t e m s  s c o r i n g  b e l o w  2 . 0 0 .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  
s c o r e  f o r  o n e  i t e m  a n d  o n e  g o o d  s c o r e .  T h e y  h a d  t h e  l o w e s t  s c o r e  f o r  7  i t e m s  w i t h  6 i t e m s  
h a v i n g  s c o r e s  b e l o w  2 . 0 0 .  A u t h o r i t y  C  h a d  t h e  h i g h e s t  s c o r e  f o r  2 i t e m s ,  o n e  o f  w h i c h  w a s  
2 . 5 0 ,  t h e  l o w e s t  s c o r e  f o r  2 ,  a n d  3  p o o r  s c o r e s .  A u t h o r i t y  D  h a d  t h e  h i g h e s t  s c o r e  f o r  o n e  i t e m ,  
o n e  g o o d  s c o r e ,  7  p o o r  s c o r e s  a n d  t h e  l o w e s t  s c o r e  f o r  7  i t e m s .
A u t h o r i t y  A  h a d  t h e  h i g h e s t  a v e r a g e  a n d  t h e  g r a p h  s h o w s  g o o d  s c o r e s  f o r  3  i t e m s  a n d  
s a t i s f a c t o r y  s c o r e s  f o r  t h e  r e s t .  T h e  h i g h e s t  s c o r e s  w e r e  f o r  ‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  
t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 5 4 ) ,  ‘ S u p p o r t i n g  t h e  h e a d  a n d  s e n i o r  s t a f f  i n  t h e i r  m a n a g e m e n t  
r o l e s ’  ( 2 . 5 1 )  a n d  ‘ W o r k i n g  c o l l a b o r a t i v e l y  w i t h  h e a d t e a c h e r s ’  ( 2 . 6 7 ) .  T h e  l o w e s t  s c o r e s  w e r e  
f o r  ‘  A d v i s i n g  o n  p r o v i s i o n  f o r  p u p i l s  w i t h  s p e c i a l  n e e d s  ’  ( 2 . 0 2 )  a n d  ‘ W o r k i n g  c o l l a b o r a t i v e l y  
w i t h  g o v e r n o r s ’  ( 2 . 0 8 ) .
A u t h o r i t y  B  ’  s  b e s t  s c o r e  w a s  f o r  ‘ A d v i s i n g  o n  t h e  a p p o i n t m e n t s  o f  s t a f f ’  ( 2 . 5 4 )  t o  w h i c h  
t h e y  h a d  g i v e n  a  h i g h  p r i o r i t y .  T h e  l o w e s t  s c o r e s  w e r e  f o r  ‘ A d v i s i n g  o n  p r o v i s i o n  f o r  p u p i l s  
w i t h  s p e c i a l  n e e d s ’  ( 1 . 7 0 )  a n d  ‘ W o r k i n g  c o l l a b o r a t i v e l y  w i t h  g o v e r n o r s ’  ( 1 . 6 9 ) .
A u t h o r i t y  C  h a d  a  g o o d  s c o r e  f o r  ‘ S u p p o r t i n g  t e a c h i n g  d e a l i n g  w i t h  a s s e s s m e n t ’  ( 2 . 5 0 )  
a n d  p o o r  s c o r e s  f o r  ‘ A d v i s i n g  o n  p r o v i s i o n  f o r  p u p i l s  w i t h  s p e c i a l  n e e d s ’  ( 1 . 7 8 ) ,  ‘ W o r k i n g  
c o l l a b o r a t i v e l y  w i t h  g o v e r n o r s ’  ( 1 . 8 2 )  a n d  ‘ P r o v i d i n g  r e p o r t s  o n  t h e  w o r k  o f  t e a c h e r s  w h e n  
r e q u i r e d ’  ( 1 . 7 8 ) .
A u t h o r i t y  D  h a d  a  g o o d  s c o r e  f o r  ‘  S u p p o r t i n g  t e a c h i n g  d e a l i n g  w i t h  a s s e s s m e n t ’  ( 2 . 5 0 ) ,  
a n d  a  s a t i s f a c t o r y  s c o r e  f o r  ‘ A d v i s i n g  o n  p r o v i s i o n  f o r  p u p i l s  w i t h  s p e c i a l  n e e d s ’ ( 2 . 3 7 )  a n d  
‘ A d v i s i n g  o n  t h e  a p p o i n t m e n t  o f  s t a f f ’  ( 2 . 3 8 ) .  T h e  l o w e s t  s c o r e  w a s  f o r  ‘ P r o v i d i n g  a d v i c e  o n  
t h e  m a n a g e m e n t  o f  t h e  c u r r i c u l u m ’  ( 1 . 8 1 ) .
A u t h o r i t i e s  B  a n d  C  h a d  p o o r  s c o r e s  f o r  a d v i c e  o n  s p e c i a l  n e e d s  a n d  3  o f  t h e  4  f o u r  h a d  
p o o r  s c o r e s  f o r  ‘ W o r k i n g  c o l l a b o r a t i v e l y  w i t h  g o v e r n o r s ’ .  A l l  f o u r  h a d  g o o d  o r  s a t i s f a c t o r y  
s c o r e s  o n  ‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’ ,  ‘ S u p p o r t i n g  t e a c h i n g  
d e a l i n g  w i t h  a s s e s s m e n t ’ ,  ‘ W o r k i n g  c o l l a b o r a t i v e l y  w i t h  h e a d t e a c h e r s ’ ,  ‘ H e l p i n g  h e a d t e a c h ­
e r s  t o  a n a l y s e  p r o b l e m s ’  a n d  ‘ A d v i s i n g  o n  t h e  a p p o i n t m e n t  o f  s t a f f ’ .
Headteachers* views of advice and support from advisory teachers 
H e a d t e a c h e r s  w e r e  a s k e d  7  q u e s t i o n s  i n  r e l a t i o n  t o  t h e  c o n t r i b u t i o n  o f  a d v i s o r y  t e a c h e r s  t o  
a d v i c e  a n d  s u p p o r t .  T h e  a v e r a g e  s c o r e s  p e r  i t e m  f o r  e a c h  o f  t h e  4  a u t h o r i t i e s  a r e  s h o w n  i n  t h e  
g r a p h s  o n  t h e  n e x t  p a g e  a n d  i n  t h e  f o l d  o u t  t a b l e  o n  p a g e  1 9 4 .  T h e  a v e r a g e  s c o r e s  f o r  e a c h  
a u t h o r i t y  a r e  a s  f o l l o w s :
A u t h o r i t y  A  2 2 1
A u t h o r i t y  B  2 . 2 4
A u t h o r i t y  C  2 . 0 6
A u t h o r i t y  D  2 . 0 3
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HEADTEACHERS' VIEWS OF 
ADVICE AND SUPPORT 
FROM ADVISORY TEACHERS
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A u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e  f o r  t w o  i t e m s ,  t h e  l o w e s t  s c o r e  f o r  o n e  w i t h  o n e  i t e m  
b e l o w  2 . 0 0 ,  n o n e  a t  2 . 5 0  o r  a b o v e  a n d  o n e  p o o r  s c o r e .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e  f o r  
4  i t e m s  n o  l o w e s t  s c o r e s  w i t h  o n e  g o o d  s c o r e  a n d  o n e  p o o r  s c o r e .  A u t h o r i t y  C h a d  t h e  l o w e s t  
s c o r e  f o r  2  w i t h  3  i t e m s  h a v i n g  s c o r e s  b e l o w  2 . 0 0  a n d  n o  s c o r e s  a b o v e  2 . 5 0 .  A u t h o r i t y  D  h a d  
t h e  h i g h e s t  s c o r e  f o r  o n e  i t e m  a n d  t h e  l o w e s t  s c o r e  f o r  4  w i t h  3  p o o r  s c o r e s  a n d  n o  g o o d  s c o r e s .
I n  a u t h o r i t y  A  a d v i s o r y  t e a c h e r s  h a d  a  s a t i s f a c t o r y  s c o r e  f o r  ‘ S u p p o r t i n g  w o r k  i n  
d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 4 2 ) .  T h e y  h a d  a  l o w  s c o r e  f o r  ‘ A d v i s i n g  o n  p r o v i s i o n  
f o r  p u p i l s  w i t h  s p e c i a l  n e e d s ’  ( 1 . 8 9 ) .
A u t h o r i t y  B  h a d  t h e  b e s t  s c o r e s  o v e r a l l  w i t h  a  g o o d  s c o r e  f o r  ‘ S u p p o r t i n g  w o r k  i n  
d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 6 3 )  a n d  a  s a t i s f a c t o r y  s c o r e  f o r  ‘ A d v i s i n g  o n  
p r o v i s i o n  f o r  l e a r n i n g  a n d  t e a c h i n g ’  ( 2 . 4 0 )  a n d  ‘ A d v i s i n g  o n  e q u i p m e n t  a n d  o t h e r  r e s o u r c e s ’  
( 2 . 4 1 ) .  T h e i r  l o w e s t  s c o r e s  w e r e  f o r  ‘ H e l p i n g  t h e  s c h o o l  t o  f o l l o w  u p  t h e  f i n d i n g s  o f  
i n s p e c t i o n ’  ( 2 . 0 0 )  a n d  ‘ A d v i s i n g  o n  p r o v i s i o n  f o r  p u p i l s  w i t h  s p e c i a l  n e e d s ’ ( 1 . 8 5 ) .
A u t h o r i t y  C  h a d  a  s c o r e  o f  2 . 3 6  f o r  ‘ S u p p o r t i n g  t e a c h i n g  d e a l i n g  w i t h  a s s e s s m e n t ’ .  T h e  
l o w e s t  s c o r e s  w e r e  f o r  ‘ H e l p i n g  t h e  s c h o o l  t o  f o l l o w  u p  t h e  f i n d i n g s  o f  i n s p e c t i o n ’ .  ( 1 . 9 0 ) ,  
‘ A d v i s i n g  o n  p r o v i s i o n  f o r  p u p i l s  w i t h  s p e c i a l  n e e d s ’  ( 1 . 7 5 )  a n d  ' S u p p o r t i n g  t h e  s c h o o l  i n  
h e l p i n g  t e a c h e r s  e x p e r i e n c i n g  d i f f i c u l t y '  ( 1 . 9 2 ) .
A u t h o r i t y  D  h a d  a  s c o r e  o f  2 . 3 3  f o r  ‘ S u p p o r t i n g  t e a c h i n g  d e a l i n g  w i t h  a s s e s s m e n t ’ .  T h e  
l o w e s t  s c o r e s  w e r e  f o r  ‘ H e l p i n g  t h e  s c h o o l  t o  f o l l o w  u p  t h e  f i n d i n g s  o f  i n s p e c t i o n ’  ( 1 . 5 0 ) ,  
‘ A d v i s i n g  o n  p r o v i s i o n  f o r  t e a c h i n g  a n d  l e a r n i n g ’  ( 1 . 9 3 )  a n d  ‘ S u p p o r t i n g  t h e  s c h o o l  i n  
h e l p i n g  t e a c h e r s  e x p e r i e n c i n g  d i f f i c u l t y ’  ( 1 . 9 5 ) .
T w o  a u t h o r i t i e s ,  C  a n d  D ,  h a d  s c o r e s  o f  b e l o w  2 . 0 0  f o r  ‘ H e l p i n g  t h e  s c h o o l  t o  f o l l o w  
u p  t h e  f i n d i n g s  o f  i n s p e c t i o n . ’  I t  m a y  b e  t h a t  i n  t h e s e  2  a u t h o r i t i e s  a d v i s o r y  t e a c h e r s  d i d  n o t  
p l a y  a  v e r y  l a r g e  p a r t  i n  t h e  f o l l o w  u p  t o  i n s p e c t i o n .
O n c e  a g a i n  s p e c i a l  n e e d s  i s  h i g h l i g h t e d  i n  3  o f  t h e  4  a u t h o r i t i e s  a s  b e i n g  a n  a r e a  i n  w h i c h  
h e a d t e a c h e r s  v i e w  t h e  s u p p o r t  p r o v i d e d  a s  l e s s  t h a n  a d e q u a t e .  A u t h o r i t y  D  w h i c h  h a s  
s e p a r a t e d  i n s p e c t i o n  a n d  a d v i c e  a g a i n  s c o r e s  b a d l y  o n  ‘ H e l p i n g  t h e  s c h o o l  t o  f o l l o w  u p  t h e  
f i n d i n g s  o f  i n s p e c t i o n  ’ .  A l l  4  a u t h o r i t i e s  h a v e  g o o d  o r  s a t i s f a c t o r y  s c o r e s  o n  ‘ S u p p o r t i n g  w o r k  
i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’ ,  a n d  s a t i s f a c t o r y  s c o r e s  f o r  ‘ S u p p o r t i n g  t e a c h i n g  
d e a l i n g  w i t h  a s s e s s m e n t ’  a n d  ‘ A d v i s i n g  o n  e q u i p m e n t  a n d  o t h e r  r e s o u r c e s ’ .
Teachers’ views of advice and support
T e a c h e r s  w e r e  a s k e d  1 2  q u e s t i o n s  a b o u t  a d v i c e  a n d  s u p p o r t  a n d  a s  f o r  h e a d t e a c h e r s ,  w e r e  
a s k e d  t o  t i c k  i n  o n e  o f  4  c o l u m n s  h e a d e d  ‘ g o o d  s e r v i c e ’ ,  a v e r a g e  s e r v i c e ’  ‘ p o o r  s e r v i c e ’  a n d  
‘ s e r v i c e  n o t  u s e d ’  a n d  w e r e  s c o r e d  3 ,  2 ,  1  a n d  0  r e s p e c t i v e l y  w i t h  ‘ s e r v i c e  n o t  u s e d ’  
c o m p e n s a t e d  f o r  i n  t h e  c a l c u l a t i o n s .  T h e  a v e r a g e  s c o r e s  p e r  i t e m  a r e  s h o w n  i n  t h e  g r a p h s  o n  
t h e  n e x t  p a g e  a n d  o n  t h e  f o l d  o u t  t a b l e .  A v e r a g e  s c o r e s  f o r  e a c h  a u t h o r i t y  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 0 9  A u t h o r i t y  C  1 . 9 5
A u t h o r i t y  B  2 . 0 1  A u t h o r i t y  D  2 . 0 4
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TEACHERS' VIEWS OF ADVICE AND SUPPORT  
FROM ADVISERS AND INSPECTORS
Fig.9.3
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El Providing advice and guidance on work seen
E2 Making constructive comments
E3 Helping teachers to plan their work
E5 Challenging situations
E6 Helping teachers to think through ideas
E7 Recommending appropriate resources
E8 Advising on the use of resources for learning and teaching
E9 Supporting work in developing the National Curriculum
ElO Supporting teachers dealing with assessment
E ll Advising on learning and teaching
E12 Providing advice on how to deal with pupils with special needs
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T h e  s c o r e s  w e r e  g e n e r a l l y  l o w e r  t h a n  t h o s e  f o r  h e a d t e a c h e r s  a s  t h e y  w e r e  f o r  
i n s p e c t i o n .  A  p o s s i b l e  r e a s o n  f o r  t h i s  c o u l d  b e  t h a t  t e a c h e r s ,  b e c a u s e  t h e r e  w e r e  f a r  m o r e  o f  
t h e m ,  s a w  l e s s  o f  a d v i s e r s  t h a n  h e a d t e a c h e r s  a n d  t h e r e f o r e  v i e w e d  t h e m  l e s s  f a v o u r a b l y .  
T h e r e  w a s  a l s o  p o s s i b l y  t h e  e l e m e n t  o f  t h r e a t  i n  a n y  v i s i t  u n l e s s  t h e  t e a c h e r  k n e w  t h e  a d v i s e r  
w e l l .  O n e  p r i m a r y  s c h o o l  t e a c h e r  m a d e  t h e  f o l l o w i n g  c o m m e n t :
Despite being approachable and generally encouraging towards staff, a classroom teacher is, I believe,
wary o f his superiors, in this case, advisers. Simply the nature of the beast - big brother is watching you.
Primary teacher, authority B
A u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e  f o r  7  o f  t h e  1 2  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  2  w i t h  
A  i t e m s  s c o r i n g  b e l o w  2 . 0 0  a n d  o n e  a b o v e  2 . 5 0 .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e  f o r  4  i t e m s  
a n d  t h e  l o w e s t  s c o r e  f o r  4*'w i t h  5  i t e m s  h a v i n g  p o o r  s c o r e s  a n d  n o  g o o d  s c o r e s .  A u t h o r i t y  C  
h a d  t h e  l o w e s t  s c o r e  f o r  5 ,  n o  h i g h e s t  s c o r e  o r  s c o r e  a b o v e  2 . 5 0  a n d  8 i t e m s  w i t h  p o o r  s c o r e s .  
A u t h o r i t y  D  h a d  t h e  h i g h e s t  s c o r e  f o r  o n e  i t e m ,  n o  s c o r e s  a b o v e  2 . 5 0 ,  t h e  l o w e s t  s c o r e  f o r . 2  
i t e m s ,  a n d  s c o r e s  b e l o w  2 . 0 0  f o r  4  i t e m s .
A u t h o r i t y  A  h a d  a  s a t i s f a c t o r y  s c o r e  f o r  ‘ M a k i n g  c o n s t r u c t i v e  c o m m e n t s ’  ( 2 . 3 0 )  a n d  
a  g o o d  s c o r e  f o r  ‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 5 1 )  b u t  l o w  
s c o r e s  f o r  ‘ H e l p i n g  t e a c h e r s  t o  p l a n  t h e i r  w o r k ’  ( 1 . 8 1 )  ‘ C h a l l e n g i n g  s i t u a t i o n s ’  ( 1 . 9 0 ) ,  
‘ R e c o m m e n d i n g  a p p r o p r i a t e  r e s o u r c e s ’  ( 1 . 9 0 )  a n d  ‘ P r o v i d i n g  a d v i c e  o n  h o w  t o  d e a l  w i t h  
p u p i l s  w i t h  s p e c i a l  n e e d s ’  ( 1 . 9 1 ) .
A u t h o r i t y  B ’ s  h i g h e s t  s c o r e  w a s  f o r  ‘ M a k i n g  c o n s t r u c t i v e  c o m m e n t s ’  ( 2 . 3 5 )  b u t  t h e y  
h a d  l o w  s c o r e s  f o r  ‘ P r o v i d i n g  a d v i c e  a n d  g u i d a n c e  o n  w o r k  s e e n ’  ( 1 . 8 8 ) ,  ‘ C h a l l e n g i n g  
s i t u a t i o n s ’  ( 1 . 7 7 ) ,  ‘ A d v i s i n g  o n  l e a r n i n g  a n d  t e a c h i n g ’  ( 1 . 8 8 )  a n d  ‘ P r o v i d i n g  a d v i c e  o n  h o w  
t o  d e a l  w i t h  s p e c i a l  n e e d s ’  ( 1 . 5 4 ) .
T h e  h i g h e s t  s c o r e s  f o r  A u t h o r i t y  C  w e r e  f o r  ‘ M a k i n g  c o n s t r u c t i v e  c o m m e n t s ’  ( 2 . 2 1 )  
a n d  ‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 2 3 ) .  T h e  l o w e s t  s c o r e s  w e r e  
f o r  ‘ H e l p i n g  t e a c h e r s  t o  p l a n  t h e i r  w o r k ’  ( 1 . 8 6 ) ,  ‘ H e l p i n g  t e a c h e r s  i d e n t i f y  a n d  s e t  a c h i e v a b l e  
t a r g e t s ’  ( 1 . 8 7 ) ,  ‘ C h a l l e n g i n g  s i t u a t i o n s ’  ( 1 . 8 3 )  ‘ A d v i s i n g  o n  t h e  u s e  o f  r e s o u r c e s  f o r  l e a r n i n g  
a n d  t e a c h i n g ’  ( 1 . 8 0 )  a n d  ‘ P r o v i d i n g  a d v i c e  o n  h o w  t o  d e a l  w i t h  p u p i l s  w i t h  s p e c i a l  n e e d s ’  
( 1 . 8 0 ) .
A u t h o r i t y  D ’ s  h i g h e s t  s c o r e s  w e r e  f o r  ‘ M a k i n g  c o n s t r u c t i v e  c o m m e n t s ’  ( 2 . 2 6 )  ‘ S u p ­
p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 1 9 )  a n d  ‘ S u p p o r t i n g  t e a c h e r s  d e a l i n g  
w i t h  a s s e s s m e n t ’  ( 2 . 1 7 ) .  T h e  l o w e s t  w a s  ‘ C h a l l e n g i n g  s i t u a t i o n s ’  ( 1 . 8 2 ) .
O n c e  a g a i n  p o o r  s c o r e s  f o r  s p e c i a l  n e e d s  w e r e  c o m m o n  t o  3  o f  t h e  4  a u t h o r i t i e s  a n d  
‘  C h a l l e n g i n g  s i t u a t i o n s  ’  h a d  p o o r  s c o r e s  f r o m  a l l  4  a u t h o r i t i e s .  I t  w i l l  b e  r e m e m b e r e d  t h a t  t h i s  
w a s  a n  i t e m  w h i c h  s o m e  t e a c h e r s  s a i d  t h e y  d i d  n o t  u n d e r s t a n d  ( c f . p .  1 2 8 ) .  T h r e e  o f  t h e  4  h a v e  
s a t i s f a c t o r y  s c o r e s  f o r  ‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  a n d
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a u t h o r i t y  A  h a s  a  g o o d  s c o r e .  A l l  4  h a v e  s a t i s f a c t o r y  s c o r e s  f o r  ‘ M a k i n g  c o n s t r u c t i v e  
c o m m e n t s . ’  T h r e e  o f  t h e  4  h a v e  s a t i s f a c t o r y  s c o r e s  f o r  ‘ S u p p o r t i n g  t e a c h i n g  d e a l i n g  w i t h  
a s s e s s m e n t ’  a n d  a u t h o r i t y  C  h a s  a  p o o r  s c o r e .
T h e r e  w e r e  s i m i l a r i t i e s  t o  t h e  f i n d i n g s  o f  t h e  h e a d t e a c h e r  q u e s t i o n n a i r e  o n  t h e i r  v i e w s  
o f  a d v i s e r s  a n d  i n s p e c t o r s .  T h e y  g a v e  p o o r  s c o r e s  f o r  s p e c i a l  n e e d s  i n  2  o f  t h e  4  a u t h o r i t i e s  
a n d  3  h a d  s a t i s f a c t o r y  s c o r e s  f o r  ‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m *  
w i t h  a  g o o d  s c o r e  f r o m  a u t h o r i t y  A .  T e a c h e r s  a l s o  g a v e  s a t i s f a c t o r y  s c o r e s  i n  a l l  4  a u t h o r i t i e s  
f o r  ‘ M a k i n g  c o n s t r u c t i v e  c o m m e n t s ’ .
Teachers’ views of advice and support from advisory teachers
T e a c h e r s  w e r e  a s k e d  t h e  s a m e  1 2  q u e s t i o n s  a b o u t  t h e  w o r k  o f  a d v i s o r y  t e a c h e r s  a s  t h e y  h a d  
b e e n  a s k e d  a b o u t  a d v i s e r s  a n d  t h e y  w e r e  s c o r e d  i n  t h e  s a m e  w a y .  A v e r a g e  s c o r e s  p e r  i t e m  a r e  
s h o w n  i n  t h e  g r a p h s  o n  t h e  n e x t  p a g e  a n d  o n  t h e  f o l d  o u t  t a b l e  o n  p a g e  1 9 4 .
A v e r a g e  s c o r e s  f o r  e a c h  a u t h o r i t y  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 3 3
A u t h o r i t y  B  2 . 4 2
A u t h o r i t y  C  2 . 1 9
A u t h o r i t y  D  2 . 1 9
i
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TEACHERS' VIEWS OF ADVICE AND SUPPORT  
BY ADVISORY TEACHERS
Fig.9.4
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E2 Making constructive comments
E3 Helping teachers to plan their work
E4 Helping teachers to identify and set achievable targets
E5 Challenging situations
E6 Helping teachers to think through ideas
E7 Recommending appropriate resources
E8 Advising on the use of resources for teaching and learning
E9 Supporting work in developing the National Curriculum
E10 Supporting teaching dealing with assessment
E ll Advising on learning and teaching
E12 Providing advice on how to deal with pupils with special needs
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T e a c h e r s ’  a v e r a g e  s c o r e s  w e r e  h i g h e r  f o r  a d v i s o r y  t e a c h e r s  t h a n  f o r  a d v i s e r s  a n d  t h e i r  
s c o r e s  f o r  a d v i s o r y  t e a c h e r s  w e r e  h i g h e r  t h a n  t h o s e  f r o m  h e a d t e a c h e r s  f o r  a d v i s o r y  t e a c h e r s .
A u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e  f o r  3  o f  t h e  1 2  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  o n e  w i t h  
o n e  i t e m  s c o r i n g  a b o v e  2 . 5 0  a n d  o n e  b e l o w  2 . 0 0 .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e  f o r  8 i t e m s  
a n d  t h e  l o w e s t  s c o r e  f o r  n o n e  w i t h  5  g o o d  s c o r e s  a n d  o n e  i t e m  h a v i n g  a  p o o r  s c o r e .  A u t h o r i t y  
C  h a d  t h e  h i g h e s t  s c o r e  f o r  n o  i t e m s  t h e  l o w e s t  s c o r e  f o r  5  i t e m s ,  n o  g o o d  s c o r e s  a n d  o n e  p o o r  
s c o r e .  A u t h o r i t y  D  h a d  t h e  h i g h e s t  s c o r e  f o r  2  i t e m s ,  l o w e s t  s c o r e  f o r  6,  w i t h  n o  s c o r e s  a b o v e  
2 . 5 0  a n d  s c o r e s  b e l o w  2.00 f o r  2 i t e m s .
A u t h o r i t y  A  a g a i n  h a d  a  r e a s o n a b l e  r e s u l t  i n  t h i s  p a r t  o f  t h e  s u r v e y  w i t h  a  g o o d  s c o r e  
i n  o n e  i t e m  a n d  s a t i s f a c t o r y  s c o r e s  i n  1 0 .  T h e  h i g h e s t  s c o r e  w a s  f o r  ‘ S u p p o r t i n g  w o r k  i n  
d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 6 4 )  a n d  t h e  l o w e s t  s c o r e  w a s  ‘ P r o v i d i n g  a d v i c e  o n  
h o w  t o  d e a l  w i t h  p u p i l s  w i t h  s p e c i a l  n e e d s ’  ( 1 . 9 4 ) .
A u t h o r i t y  B  h a d  g o o d  s c o r e s  f o r  5  i t e m s .  T h e  h i g h e s t  o f  t h e s e  w e r e  f o r  ‘ M a k i n g  
c o n s t r u c t i v e  c o m m e n t s ’  ( 2 . 7 0 ) ,  ‘ R e c o m m e n d i n g  a p p r o p r i a t e  r e s o u r c e s ’  ( 2 . 7 9 )  a n d  ‘ A d v i s ­
i n g  o n  t h e  u s e  o f  r e s o u r c e s  f o r  l e a r n i n g  a n d  t e a c h i n g ’  ( 2 . 6 7 ) .  T h e r e  w a s  o n l y  o n e  p o o r  s c o r e  
f o r  ‘ P r o v i d i n g  a d v i c e  o n  h o w  t o  d e a l  w i t h  p u p i l s  w i t h  s p e c i a l  n e e d s ’  ( 1 . 7 6 ) .  T h e y  a l s o  h a d  
t h e  b e s t  s c o r e s  f o r  a d v i s o r y  t e a c h e r s  f r o m  h e a d t e a c h e r s .
A u t h o r i t y  C  h a d  s a t i s f a c t o r y  s c o r e s  f o r  1 1  i t e m s .  T h e i r  h i g h e s t  s c o r e s  w e r e  f o r  ‘ M a k i n g  
c o n s t r u c t i v e  c o m m e n t s ’  ( 2 . 3 8 ) ,  ‘ R e c o m m e n d i n g  a p p r o p r i a t e  r e s o u r c e s ’  ( 2 . 3 6 ) ,  ‘ S u p p o r t i n g  
w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  ( 2 . 4 5 ) .  T h e  l o w e s t  s c o r e  w a s  o n c e  a g a i n  f o r  
‘ P r o v i d i n g  a d v i c e  o n  h o w  t o  d e a l  w i t h  p u p i l s  w i t h  s p e c i a l  n e e d s ’  ( 1 . 7 4 ) .
A u t h o r i t y  D ’ s  h i g h e s t  s c o r e s  w e r e  f o r  ‘ H e l p i n g  t e a c h e r s  t o  t h i n k  t h r o u g h  i d e a s ’  ( 2 . 3 8 ) ,  
‘ R e c o m m e n d i n g  a p p r o p r i a t e  r e s o u r c e s ’  ( 2 . 4 0 ) ,  ‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  
C u r r i c u l u m ’  ( 2 . 3 9 ) .  T h e  l o w e s t  s c o r e s  w e r e  f o r  ‘ H e l p i n g  t e a c h e r s  t o  p l a n  t h e i r  w o r k ’  ( 1 . 9 6 )  
a n d  ‘ C h a l l e n g i n g  s i t u a t i o n s ’  ( 1 . 9 4 ) .
A l l  4  a u t h o r i t i e s  h a d  g o o d  o r  s a t i s f a c t o r y  s c o r e s  f o r  ‘ M a k i n g  c o n s t r u c t i v e  
c o m m e n t s ’ , ’ H e l p i n g  t e a c h e r s  t o  t h i n k  t h r o u g h  i d e a s ’ ,  ‘ R e c o m m e n d i n g  a p p r o p r i a t e  r e ­
s o u r c e s ’ ,  ‘ A d v i s i n g  o n  t h e  u s e  o f  r e s o u r c e s  f o r  l e a r n i n g  a n d  t e a c h i n g ’  a n d  ‘ S u p p o r t i n g  w o r k  
i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’ .  A l l  4  h a d  c o m p a r a t i v e l y  l o w  s c o r e s  f o r  ‘ C h a l l e n g i n g  
s i t u a t i o n s . ’ .  T h r e e  o f  t h e  4  h a d  l o w  s c o r e s  f o r  ‘ P r o v i d i n g  a d v i c e  o n  h o w  t o  d e a l  w i t h  p u p i l s  
w i t h  s p e c i a l  n e e d s . ’
W h e r e a s  t e a c h e r s ’  v i e w s  o f  a d v i s e r s  s c o r e d  l o w e r  t h a n  h e a d t e a c h e r s ’  v i e w s ,  t h e  s a m e  
w a s  n o t  t r u e  w h e r e  a d v i s o r y  t e a c h e r s  w e r e  c o n c e r n e d .  I t  c o u l d  b e  t h a t  t h e  f o l l o w i n g  c o m m e n t  
b y  a  t e a c h e r  g i v e s  a n  e x p l a n a t i o n  o f  t h i s :
My overall sense (being isolated and a deputy) is that much of the contact with the inspectorate is through
the senior management and the grass roots teacher has more contact with advisory teachers.
Primary school teacher, authority A
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T h e r e  w e r e  4  a r e a s  i n  w h i c h  t h e  s a m e  q u e s t i o n s  w e r e  a s k e d  o f  a l l  g r o u p s  O f  t h e s e ,  o n l y  
‘ S u p p o r t i n g  w o r k  i n  d e v e l o p i n g  t h e  N a t i o n a l  C u r r i c u l u m ’  h a d  g o o d  o r  s a t i s f a c t o r y  s c o r e s  
t h r o u g h o u t ,  ‘ S u p p o r t i n g  t e a c h e r s  d e a l i n g  w i t h  a s s e s s m e n t ’  h a d  o n l y  o n e  p o o r  s c o r e ,  h o w ­
e v e r ,  w i t h  t h e  r e s t  g o o d  o r  s a t i s f a c t o r y .  ‘ A d v i s i n g  o n  p u p i l s  w i t h  s p e c i a l  n e e d s ’  h a d  11 o f  t h e  
1 6  s c o r e s  b e l o w  2 . 0 0  a n d  n o  s c o r e s  a b o v e  2 . 5 0 .
N i n a  p e r  c e n t  o f  t h e  s c o r e s  o f  h e a d t e a c h e r s  f o r  a d v i s e r s  w e r e  g o o d  c o m p a r e d  w i t h  2% 
i n  t h e  t e a c h e r s ’  s c o r e s .  T w e n t y  f i v e  p e r  c e n t  o f  t h e  s c o r e s  o f  h e a d t e a c h e r s  f o r  a d v i s e r s  w e r e  
p o o r ,  c o m p a r e d  w i t h  4 4 %  f o r  t e a c h e r s ’  v i e w s  o f  t h i s  g r o u p .
F o u r  p e r  c e n t  o f  t h e  s c o r e s  o f  h e a d t e a c h e r s  f o r  a d v i s o r y  t e a c h e r s  w e r e  g o o d ,  c o m p a r e d  
w i t h  1 2 %  f o r  t e a c h e r s .  T w e n t y  n i n e  p e r  c e n t  o f  t h e  s c o r e s  o f  h e a d t e a c h e r s  f o r  a d v i s o r y  
t e a c h e r s  w e r e  p o o r ,  c o m p a r e d  w i t h  10%  f r o m  t e a c h e r s .
V
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Comments in questionnaires
B o t h  h e a d t e a c h e r s  a n d  t e a c h e r s  w e r e  g i v e n  t h e  o p p o r t u n i t y  t o  c o m m e n t  i n  t h e  q u e s t i o n n a i r e s .  
O f  t h e  t o t a l  n u m b e r  o f  1 5 3  c o m m e n t s  m a d e  b y  h e a d t e a c h e r s  a n d  t e a c h e r s ,  8 3  w e r e  c o n c e r n e d  
w i t h  a d v i c e  a n d  s u p p o r t .  V e r y  d i f f e r e n t  n u m b e r s  o f  c o m m e n t s  w e r e  m a d e  b y  t h e  d i f f e r e n t  
a u t h o r i t i e s .  A u t h o r i t y  A ’ s  h e a d t e a c h e r s  a n d  t e a c h e r s  m a d e  3 4  c o m m e n t s ,  a u t h o r i t y  B  m a d e  
3 0 ,  a u t h o r i t y  C ,  7  a n d  a u t h o r i t y  D ,  1 2 .
T h e r e  w e r e  4 0  p o s i t i v e  c o m m e n t s  m a d e  a b o u t  t h e  s u p p o r t  o f f e r e d  b y  i n s p e c t o r s ,  
a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .  T w e n t y  f i v e  o f  t h e s e  w e r e  m a d e  a b o u t  a d v i s e r s  a n d  i n s p e c t o r s  
a n d  1 5  a b o u t  a d v i s o r y  t e a c h e r s .  S e v e n t e e n  p o s i t i v e  c o m m e n t s  w e r e  m a d e  a b o u t  t h e  s e r v i c e  
i n  a u t h o r i t y  A ,  1 0  i n  a u t h o r i t y  B ,  7  i n  a u t h o r i t y  C  a n d  6 i n  a u t h o r i t y  D .  T h e  f o l l o w i n g  a r e  
e x a m p l e s :
A d v i s e r s
As a new headteacher I have found the inspectorate very helpful and supportive.
Primary school headteacher, authority A
We have had some superb advisers. These and their retired colleagues have raised my spirits and 
encouraged me and my colleagues in our work here and elsewhere, over many years.
Primary school headteacher, authority B
A d v i s o r y  t e a c h e r s
I see the advisory teacher for ROA (Records of Achievement) frequently and value highly his 
constructive, thoughtful help and comments. He is most supportive.
Special school teacher, authority A
Knowing advisory teachers are there for referral is extremely valuable. Often they are quick to respond 
to individual school needs when approached.
Primary school teacher, authority A
T h e r e  w e r e  2 1  n e g a t i v e  c o m m e n t s .  F o u r  o f  t h e s e  w e r e  f r o m  a u t h o r i t y  A ,  5  f r o m  
a u t h o r i t y  B ,  4  f r o m  a u t h o r i t y  C  a n d  8 f r o m  a u t h o r i t y  D .  A l l  o f  t h e s e  c o m m e n t s  w e r e  a b o u t  
a d v i s e r s .  T h e  f o l l o w i n g  a r e  e x a m p l e s  o f  t h e s e :
Some teachers have found certain situations threatening and unhelpful.
Junior school teachers, authority A
Generally they lack credibility. Most lack recent experience of management. They are not ‘realists.’ 
Primary school headteacher, authority B
I find the services difficult to evaluate since they have been provided either very rarely or by such limited 
numbers of advisers that it is almost impossible to think in terms o f average performance.
Primary school teacher, authority C
Have only made use o f maths and music and special support services. Advice and in-service in English 
and science of a very poor standard. Assessment course patronising.
Primary school teacher, authority D
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T h e r e  w e r e  3 3  m i x e d  c o m m e n t s  w h e r e  t h e  w r i t e r  h a d  b o t h  g o o d  a n d  c r i t i c a l  t h i n g s  t h i n g s  
t o  s a y .  T w e n t y  f i v e  o f  t h e s e  w e r e  a b o u t  a d v i s e r s  a n d  8 a b o u t  a d v i s o r y  t e a c h e r s .  E i g h t e e n  
w e r e  m a d e  a b o u t  t h e  t e a m  i n  a u t h o r i t y  A ,  7  a b o u t  t h e  t e a m s  i n  a u t h o r i t i e s  B  a n d  D  a n d  o n e  
a b o u t  t h e  t e a m  i n  a u t h o r i t y  C .  T h e  f o l l o w i n g  a r e  e x a m p l e s :
I have seen a great improvement in the service offered by the inspectorate during the last few years. 
Advisory staff are at a disadvantage as few have any experience let alone expertise to offer the early years. 
Nursery school headteacher, authority A
Sometimes advisers pay fleeting visits and pop into a classroom, say a quick hello, scan the room and 
that’s it. One adviser was absolutely spot on. She provided everything on the list and the most valuable 
thing was helping to plan and organise with the hindsight of her experience. There was time for feedback, 
questions etc. Another adviser didn’ t really give clear enough objectives and consequently the planning 
for him to come in was difficult because he spoke in such vague terms.
Primary school teacher authority B
Generally we have found advisory teachers very cooperative, helpful andpractical. Our district inspector 
for the past two years has been supportive with constructive and useful advice. A team of two county 
inspectors were not so constructive and certainly did not seem prepared to listen or understand particular 
problems. They left a demoralised staff and very angry governors.
Primary school headteacher, authority D
T h e r e  w e r e  2 2  u n d e r s t a n d i n g  c o m m e n t s  w h i c h  s y m p a t h i s e d  w i t h  t h e  p r e s s u r e s  o n  t h e  
a d v i s o r y  s e r v i c e .  E i g h t  o f  t h e s e  w e r e  f r o m  a u t h o r i t y  A ,  7  f r o m  a u t h o r i t y  B ,  5  f r o m  a u t h o r i t y  
C  a n d  2  f r o m  a u t h o r i t y  D .  T h e  f o l l o w i n g  a r e  e x a m p l e s :
My dealings with the inspectorate in the last three years have been very positive. However, I think, like 
everything else, administration is taking them away from schools.
Primary school teacher, authority A
We have good advisers and advisory teachers but I am of the opinion that they are under pressure to 
implement new legislation and have to take on too many roles.
Primary school headteacher, authority B
I think that given the constraints placed upon them (i.e. time, other demands etc.) the advisory service 
does an excellent job. There is not enough expertise, but this is not their fault - they are spread too thinly. 
Primary school headteacher, authority C
In general inspection and advice teams have been excellent. As in everything you can’ t please all the 
people all the time. Recently their duties have been enormous and seem to have changed every month. 
I ’m not surprised the service they give can be below standard at times. It’s hard enough for everyone these 
days.
Primary school headteacher, authority D
A s  w i t h  i n s p e c t i o n  t h e  i s s u e  o f  c r e d i b i l i t y  w a s  a  c o n c e r n ,  b o t h  i n  t e r m s  o f  p r i m a r y /  
s e c o n d a r y  s p e c i a l i s m s  a n d  a l s o  i n  t e r m s  o f  t h e  a d v i s e r  o r  a d v i s o r y  t e a c h e r ’ s  a b i l i t y  t o  
r e c o g n i s e  t h e  p r e s s u r e s  o n  p r i m a r y  s c h o o l  t e a c h e r s .  T h e r e  w a s  a l s o  c o n c e r n  f r o m  t h o s e
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a u t h o r i t i e s  w h e r e  t h e  g e n e r a l  a d v i s e r  r o l e  w a s  c o m p a r a t i v e l y  n e w .  H e a d t e a c h e r s  a l s o  n o t e d  
t h a t  s o m e  l a c k e d  t h e  m a n a g e m e n t  e x p e r i e n c e  w h i c h  w o u l d  e n a b l e  t h e m  t o  a d v i s e  h e a d t e a c h ­
e r s .  T h e r e  w e r e  n o  s u c h  c o m m e n t s  f r o m  s e c o n d a r y  s c h o o l  h e a d t e a c h e r s  o r  t e a c h e r s .  T h e r e  
w e r e  8 c o m m e n t s  o n  t h i s  a l t o g e t h e r ,  5  f r o m  a u t h o r i t y  A ,  2  f r o m  a u t h o r i t y  B  a n d  o n e  e a c h  f r o m  
a u t h o r i t i e s  C  a n d  D .
Difficulties arise when inspectors or advisory teachers with secondary experience are involved in the 
primary phase. Their lack of understanding or breadth of experience can be limiting to discussions. 
Primary school headteacher, authority A
Advisers are being asked to take on too many roles. Specialist advisers seem excellent in their own fields 
but run into difficulties with credibility, enthusiasm and inspiration when compelled to move into other 
areas.
Primary school teacher, authority B
Many have specialist skills and give an excellent service in the areas of expertise but when acting as 
general advisers may have little or no experience in some areas of work e.g. a skill in the teaching of 
science at age 10 -16 but little experience with infants e.g. may have been secondary teachers before 
being promoted to advisers.
Infant school headteacher, authority C
So many advisers and inspectors are specialists in their field they seem to be unaware of the demands 
placed on teachers of young children, who are expected to take on board all the ideas of the specialists, 
each of whom is unaware of what the others in the advisory service are recommending, often in 
contradiction to each other. Very few advisers are qualified early years practitioners and their advice is 
often inappropriate. Advisory teachers whose specialism is early years’ education have more under­
standing.
Nursery school teacher, authority D
T h e r e  w e r e  a  s m a l l  n u m b e r  o f  m o r e  g e n e r a l  c o m m e n t s  w h i c h  d i d  n o t  f i t  i n  w i t h  a n y  o f  
t h e  c a t e g o r i e s  a b o v e :
In general the advisory service provides excellent support for teachers but has, in the light of so much 
educational change, been required to deliver such support when teachers are confused and demoralised. 
Primary school teacher, authority A
Very good service but little opportunity for us to use them.
Primary school teacher, authority B
I think my staff have received more high quality support and advice from advisory teachers than 
inspectors or advisers. With advisory teachers we have found that those from primary backgrounds have 
been more helpful than those from a specialist background.
Primary school headteacher, authority D
Evidence from interviews
Positive views
S i x t y  t w o  p o s i t i v e  c o m m e n t s  w e r e  m a d e  a b o u t  t h e  w o r k  o f  t h e  a d v i s o r y  s e r v i c e  i n  t h e i r  
a u t h o r i t y  b y  t e a c h e r s  a n d  h e a d t e a c h e r s .  T w e l v e  o f  t h e s e  w e r e  f r o m  a u t h o r i t y  A ,  1 1  f r o m
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a u t h o r i t y  B ,  1 9  f r o m  a u t h o r i t y  C  a n d  2 0  f r o m  a u t h o r i t y  D .  T w e n t y  t w o  o f  t h e  c o m m e n t s  
r e f e r r e d  t o  a d v i s o r y  t e a c h e r s  r a t h e r  t h a n  a d v i s e r s .  T h e  f o l l o w i n g  a r e  e x a m p l e s .
I certainly, coming into the authority new, found it very uplifting actually to have a supportive network 
that existed and was in place. In a bigger authority you don’t see them quite so often. You don't feel the 
emotional support
Primary school headteacher, authority A
R comes in and he’s been with my senior management team at the end of a biennial review and he has 
talked honestly and openly and we have. He’s sat in on our meetings. Nobody’s hidden anything. He 
knows the way we think and he understands us. He has summed us up and he’s sensitive enough, I think, 
to let us move through that. He’s the kind of person you can pick up the phone and say, 'We need that’ 
Secondary school headteacher, authority B
JC and the secondary team... they have made it their business to know the legislation better than we have 
and they’ve given us advice based on that expert knowledge, but they know us well and so they’ve 
tempered it in that way and I think this preparation for S ATs has been absolutely first class. 
Secondary school headteacher authority C
I ’ve had a superb experience with an advisory teacher. We were assessing our reading books and there 
was a whole batch of totally inappropriate books in the reception class and they really ought to go. I ’d 
been niggling away and peeped in and thought, 'Well it’s going to come to a holiday and abin bag’ , but 
I thought I ’d have one last shot, so I got the reading support team in and she was one of the ‘Don’ t really 
need these, do we? Right?’ and actually made the teacher agree they had to go.
Primary school headteacher, authority D
In my last school... there were a lot of staff who’d been there a long time and they hadn’ t been much 
involved with advisers or advisory teachers. That just a new face in the small school environment brought 
about all kinds of dynamics which were nothing to do with the guy - but it brought different aspects. Even 
the fact that he was a man and these 4 ladies had been there about 15 years. You know, it brought all sorts 
of results in terms of the children. You know they had never seen a man in a teaching role, neither the 
staff or the children and it really did bring about a lot of change.
Primary school headteacher, authority B
Negative views
T h i r t y  f o u r  n e g a t i v e  p o i n t s  w e r e  m a d e .  I t  i s  i n t e r e s t i n g  t h a t  o n l y  o n e  c a m e  f r o m  a u t h o r i t y  A  
a n d  a u t h o r i t y  C  w h i c h  h a d  1 9  p o s i t i v e  p o i n t s  a l s o  h a d  2 1  n e g a t i v e  p o i n t s .  A u t h o r i t y  B  h a d  
5  n e g a t i v e  p o i n t s  a n d  a u t h o r i t y  D  h a d  7 .  O n l y  o n e  o f  t h e s e  c o n c e r n e d  a n  a d v i s o r y  t e a c h e r .  T h e  
f o l l o w i n g  a r e  e x a m p l e s .
I find the few times I ’ve spoken to them it’s always been - I ’m saying things and all of a sudden I get 
tripped, you know -1 have a very bad view of inspectors and I ’m sure there are very good inspectors and 
bad ....but from my point of view I see them as foes and I don’t think that’ s the way it should be. I think 
they should be there to help me.
Junior school teacher, authority A
In the past people have seen advisers as someone who comes occasionally to see what we are doing, pops 
in the classroom for five minutes, looks, says something complimentary and then leaves for another six 
months. Many teachers felt uncomfortable with this as they were unsure of the purpose, what was being 
looked at, what was being thought and what was being written, reported and stored elsewhere. 
Primary school headteacher, authority B
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My advisory teacher got off on the wrong foot She had been secondary trained and the first introduction 
to the development group was... when she waved documents at them and sort of told them how powerful 
she was, that she had got the documents and of course they couldn’t have them yet and ever after that 
I find it very difficult to get my year 2 teachers to go to any of her meetings. So we did not have a very 
happy experience with the advisory teacher attached to our group.
Primary school headteacher, authority C
Because they’re so busy they’re not as meticulous as they ought to be. So you’ll send them invitations 
and some you know will reply, some don’ t bother.
Lower school headteacher, authority D
I think it’s linked to trust and to be frank I don’t trust my district inspector. I don’t like the fact that 
anything you say is taken down and recorded on his clipboard which you are then no party to afterwards. 
Primary school headteacher, authority D
Mixed views
T h i r t y  o n e  p o i n t s  w e r e  m a d e  w h i c h  w e r e  p a r t l y  p o s i t i v e  a n d  p a r t l y  n e g a t i v e .  S i x  o f  t h e s e  
c o n c e r n e d  a d v i s o r y  t e a c h e r s .  F i v e  m i x e d  p o i n t s  w e r e  m a d e  i n  a u t h o r i t y  A ,  4  i n  a u t h o r i t y  B ,  
1 2  i n  a u t h o r i t y  C  a n d  1 0  i n  a u t h o r i t y  D .  T h e  f o l l o w i n g  a r e  e x a m p l e s .
I ’ve got a great respect for them in some aspects of what they can observe and what they see going on 
and observer/classroom techniques, I feel a little bit resentful when they come and try and say, ‘Why 
aren’tyou doing this? Why aren’t you doing that?’ when they’ve never actually tried doing it in practice 
themselves.
Secondary school head of department, authority A
Many aspects of the adviser’s role are recognised and appreciated by schools like appointments, support, 
INSET, provision and promotion of good practice but there are areas which staff feel could be improved 
upon. Many teachers feel that visits by advisers that are clearly outlined with positive target setting would 
be more beneficial than the rather vague general visits made in the past.
Primary school headteacher, authority B
I think sometimes the balance isn’ t clear. You know, we’re not quite clear. I think it’s to do with the 
authority’ s progressive philosophy, which I do go along with.... I do think they could advise us more 
and we wouldn’t be hurt. I mean we’ve got plenty to do and you could say no. So I suppose I would say 
that some advisers are more competent than others as well as more on top of their subject 
Secondary school headteacher, authority C
It does vary with the quality of the individuals and it’s ever so difficult because sometimes we’re quite 
clear in terms of our development and where we want the help. For instance when we do special needs, 
we targeted each area in turn and we were given the appropriate person, but some of them were less useful 
evidence and then we had staff saying at the end of it, ‘You know, we could have done some of that 
ourselves.’ x
Lower school headteacher, authority D
Evidence about the effects of change and pressures on the service 
T h e r e  w e r e  1 1  p o i n t s  m a d e  a b o u t  t h e  e f f e c t s  o f  c h a n g e  a n d  t h e  p r e s s u r e s  o n  a d v i s e r s .  O n e  
o f  t h e s e  w a s  f r o m  a u t h o r i t y  A ,  o n e  f r o m  a u t h o r i t y  B ,  6 f r o m  a u t h o r i t y  C  a n d  3  f r o m  a u t h o r i t y  
D .  T h e  f o l l o w i n g  a r e  e x a m p l e s :
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Q Do you feel, those of you who’ve been in the authority some time, that there has been a loss of support 
because of the accent on inspection. Do you feel you’re getting less support?
A  I personally think we’re getting more.
Q So it’s probably better organised?
A  Hang on a minute. Not necessarily more, more effective support
Primary school headteachers, authority A
I ’ve noticed that there aren’ t so many visits in school made now as there were three years ago and there 
were less 3 years ago than 5 years ago and that, we presume, is the changing role, because 4 years ago 
we would expect at least 6 people in per half term and before that probably more, but now it’s been 
reduced and so we don’t see them.
Junior school headteacher, authority B
I think another thing is the rate of change in the advisory service. It’s only 3 years since I was appointed 
to a maths team. There were subject teams. That lasted one year and then it changed and the development 
group and the advisers moved to become general advisers, although most of them initially would be 
appointed with a subject specialism like English.
Primary school headteacher, authority C
I f they’ve got to inspect a quarter of the schools in (the authority) every year to get the 4 year cycle out, 
then I ’m unhappy in the long term (about) the perceptions that they actually have in terms of the county 
as a whole....I think that schools have always benefited more from advice than inspection.
Secondary school headteacher, authority D
Evidence concerning credibility
T h e  c o m m e n t s  g i v e n  e a r l i e r  s h o w e d  c o n c e r n  o n  t h e  p a r t  o f  t h e  p r i m a r y  s c h o o l s  w i t h  t h e  
c r e d i b i l i t y  o f  t h e  a d v i s o r y  s e r v i c e .  T h i s  w a s  a l s o  e v i d e n t  i n  w h a t  w a s  s a i d  i n  i n t e r v i e w s .  
E l e v e n  p o i n t s  a b o u t  c r e d i b i l i t y  w e r e  m a d e  a l t o g e t h e r .  F o u r  o f  t h e s e  c a m e  f r o m  a u t h o r i t y  A ,  
o n e  f r o m  a u t h o r i t y  B ,  6 f r o m  a u t h o r i t y  C  a n d  n o n e  f r o m  a u t h o r i t y  D .  P o i n t s  m a d e  a b o u t  t h e  
c r e d i b i l i t y  o f  a d v i s o r y  t e a c h e r s  t e n d e d  t o  b e  p o s i t i v e ,  ( c f . p p .  1 6 6 , 1 7 2 , 1 7 3 )
Bear in mind that the inspectors which we have in the authority have not experienced as heads or not had 
direct experience o f LMS or the National Curriculum, which they recognise and advisory teachers,...if 
they’ve been appointed recently, have been in schools where LMS is in its infancy or they’ve been 
involved with the initial implementation of the National Curriculum and (that) therefore means that when 
there are advisory teachers in school what they’ve got to say when they’re in school is relevant and their 
experience is relevant Therefore there’s greater empathy between them and the class teacher. 
Primary school headteacher, authority A
Their (advisory teachers) credibility is usually one o f coming from a class - they’ve had class teaching 
experience and it’s very much that they’re coming to help me as a teacher, support my ability within the 
classroom and to provide fresh eyes and input in very practical terms.
Primary school headteacher, authority A
I don’ t think it’s quite a question o f enhancing credibility so much as establishing it There simply isn’ t 
any. And that matters to us particularly in the primary sector at a time when the National Curriculum has 
turned over so much. They’ve either got to show it up front straightaway at the first meeting speak with 
some cogency and some real practical advantage or don’t speak at all, because the damage they will reap 
thereafter ....will never be able to replace that loss o f credibility. The staff won’ t wear it 
Primary school headteacher, authority C
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Evidence of the wish to move to consultancy
T h e r e  w e r e  9  c o m m e n t s  a b o u t  w a n t i n g  t h e  s e r v i c e  t o  m o v e  f u r t h e r  t o w a r d s  c o n s u l t a n c y .  T w o  
o f  t h e s e  w e r e  f r o m  a u t h o r i t y  A ,  n o n e  f r o m  a u t h o r i t y  B ,  5  f r o m  a u t h o r i t y  C  a n d  2  f r o m  
a u t h o r i t y  D .  T h e  f o l l o w i n g  a r e  e x a m p l e s .
I think there’s been a great improvement in the input from the advisory ...In the past there’s been the 
problem of...resistance to advisory input They’ve come in and they’ve expected that the school should 
fit in with their view, whereas my view is that the advisory teacher has to fit in with what we’re doing 
and understand that we all have different ways of doing things, different policies and therefore if they’re 
going to come in to give some input it has to be on our terms.
Primary school headteacher, authority A
I f  I were a client purchasing private services, you know, inspection and advice, I would be saying, ‘Fine, 
inspect my maths curriculum and I want my advice contained within this framework’ and I would specify 
the way I wanted it so that I could use it  What I ’m not getting as a client at the moment and do not see 
the offer o f it, is that kind of system that I can pick up and run with.
Middle school headteacher, authority C
What I would like to purchase is a model similar to a management consultancy and the term consultancy 
I think, embodies what I ’m looking for. The management consultant comes in as a critical friend, as very 
much more critical than friend and produces a very clear sighted report and recommendations which you 
can take or leave as your circumstances provide.
Primary school headteacher, authority C
Specific kinds of help and advice
A  n u m b e r  o f  p o i n t s  w e r e  m a d e  a b o u t  t h e  k i n d  o f  h e l p  a n d  a d v i c e  w h i c h  t e a c h e r s  a n d  
h e a d t e a c h e r s  w a n t e d  f r o m  t h e  a d v i s o r y  s e r v i c e .  P a r t i c u l a r  a r e a s  m e n t i o n e d  w e r e  c u r r i c u l u m ,  
p e r s o n n e l  m a t t e r s  -  p a r t i c u l a r l y  a p p o i n t m e n t s  a n d  s t a f f  p r o b l e m s ,  c a r e e r  a d v i c e  f o r  t e a c h e r s  
a n d  a c t i n g  a s  a  s o u n d i n g  b o a r d  f o r  t h e  h e a d t e a c h e r .  T h e  f o l l o w i n g  a r e  e x a m p l e s .
New technology I think. Speaking for myself, it’ s an area that I never thought I would have to teach as 
much as we are going to and I feel fairly ill-equipped and I would welcome any help and advice and I 
think a lot of primary teachers feel that way as well.
Primary school teacher authority A
I would like to know that we could buy in expertise on science or on any other subject, so we could buy
in curriculum expertise
Junior school headteacher authority B
Mine’s personnel. In a falling roll situation it’s certainly, you know ...the most stressful thing I ’ve ever 
had to deal with in my whole career and once again ...I had support. I needed support on that one more 
than I’ve ever needed support So for me the personnel has been the most valuable.
Secondary school headteacher, authority D
To be able to offer professional consultations to the other staff. I think that’s very important because if 
you’ve got a member o f staff who’ s trying to gain other posts and is getting to a dead end, then I think 
it’s important to be able to offer some kind of professional interview.
Primary school headteacher, authority D
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I think actually I find it is a sounding board, because I do find in headship that there’s so much change 
at the moment and I’m struggling with coming to terms with what’ s the right direction, the vision which 
I should have for the school, trying to clarify my own thinking on this.
Primary school headteacher, authority D
General evidence
A  n u m b e r  o f  i n t e r e s t i n g  p o i n t s  w e r e  m a d e  w h i c h  d i d  n o t  f i t  i n t o  a n y  o f  t h e  c a t e g o r i e s  a b o v e .  
S o m e  e x a m p l e s  a r e  a s  f o l l o w s :
I think in a small borough they (inspectors) have quite an important part to play in linking the schools 
in the borough with what’s going on nationally. I really would like to see more o f that.
Secondary school teacher authority A
I think there’s an advantage in a small authority where you actually get to know your inspectors quite 
well. I was in a large authority as a deputy head and I only met one inspector for ten minutes in two years. 
I know coming in as a new head, inspectors are keen to meet a new head, but in one term I ’ve actually 
met and talked at length with half a dozen inspectors and staff know the inspectors. Everybody knows 
their names and heads of department know them. That’s something to do with being a small authority. 
Secondary school headteacher, authority A
Clarity and common purpose for the visit will help. I think that’s what’s been wrong in the past It’s been 
so vague and open ended has the visit that there’s never developed that exchange o f information openly. 
It’s always been reserved because you didn’ t know what was going to happen or what they might see 
or what they were looking for. I f they can get that right there’ll be a much better exchange of information, 
better exchange of ideas and therefore there’ll be a much more positive outcome.
Primary school headteacher, authority B
Well I ’ ve found that when advisory teachers have been working in a selection o f schools within an area 
there have been links for us between the schools. We’ve shared. The advisory teacher may say,’At such 
and such a school they’re doing something very similar’ and there’s been an exchange of ideas through 
the teachers... The children shared as well as the teachers.
Primary school headteacher, authority B
Evidence from interviews with advisers and advisory teachers
A d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  a l s o  h a d  v i e w s  a b o u t  a d v i c e  a n d  s u p p o r t .  T h e r e  w a s  e v i d e n c e  
o f  c o n c e r n  a b o u t  t h e  b e s t  w a y  o f  d o i n g  t h e  j o b ,  w h e t h e r  i t  w a s  i n s p e c t i n g  o r  a d v i s i n g .  I t  i s  
i n t e r e s t i n g  t h a t  m o s t  o f  t h e s e  c o m m e n t s ,  c h o s e n  b e c a u s e  t h e y  i l l u s t r a t e  c o n c e r n  w i t h  a s p e c t s  
o f  t h e  w o r k ,  c o m e  f r o m  a u t h o r i t y  D  w h e r e  a d v i c e  a n d  i n s p e c t i o n  a r e  s e p a r a t e d .  I t  w o u l d  s e e m  
p o s s i b l e  t h a t  t h e  s e p a r a t i o n  h a s  m a d e  m e m b e r s  o f  t h e  t e a m  m o r e  c o n c e r n e d  a b o u t  h o w  t h e y  
o p e r a t e .
I know (our role is) going to centre on subjects as long as the National Curriculum forces us down that 
route of having a sub-curriculum that’s viewed in that way but I think there are all sorts o f other issues 
that require us to have a broader perspective that schools find valuable so that you’re more than just the 
subject adviser. You can give that little bit more when you’re talking about other things whether it be 
cross-curriculum things or assessment 
Adviser, authority D
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W e’re not necessarily that good at evaluating. You know, we come away with impressions and we hope 
we’re doing a reasonable job but are we really and what does that look like across the service? 
Adviser, authority C
The art which I’m still (developing) - and I ’m still not quite there, is ... be positive whilst leaving behind 
that seed com. I mean normally there’s plenty to be positive about these days wherever you go but that 
sort of seed com will bear some fruit ata later date. I don’tknow if you can remember the television series 
Columbo but I was saying thatl was increasingly falling into the Columbo mode though I wasn’t wearing 
the old mac and as I left I said, ‘Oh, by the way - - ‘ as this thought came to me as I was practically out 
o f the door and another three minutes would follow which was just the sort of something to unsettle the 
situation there.
Inspector, authority D
I think that’s very important that whilst we’re confirming good practice at the same time I think we’re 
genuinely trying to be provocative in the right sort of way but one would hope the experience that you 
build up... again through lots of schools, actually gives you arange of data on which to draw. Whatever 
issue you’re talking about you’ve probably seen something different elsewhere, better, worse, or 
whatever, that allows you to say, ‘Have you thought of - - ?’ or whatever.
Inspector, authority D
I think drawing people together from different education establishments within phases and cross phase 
into a useful dialogue, that is an area which I think without us wouldn’t happen. Each school would be 
inclined to become more insular and we act as a focus to enlarge the discussion.
Adviser, authority D
I think it’s important to understand where (teachers) are in terms of their own development, so really 
understanding their kind of professional person and starting there and sort of nudging them forward, so 
that you’re offering them something that’s a little bit wonderful but far enough so that they’ll be able to 
cope with that.
Advisory teacher, authority D
A d v i s e r s ,  l i k e  h e a d t e a c h e r s  a n d  t e a c h e r s  w e r e  a l s o  c o n c e r n e d  a b o u t  t h e i r  c r e d i b i l i t y :
There is this credibility issue, the fact that most of the people who have got secondary experience and 
some of the old timers in the primary heads find it quite difficult to think that people might have a 
contribution to make even if they’ve not had the identical experience.
Chief Inspector, authority A
I think a particularly sensitive issue is this primary/secondary division thing. I  think there are issues 
which go across phase which all colleagues in the service rightly would be involved in but I think it’s 
too easy to make assumptions about experience in one phase fitting in another. I certainly do not feel 
qualified to advise on certain aspects of secondary education because my teaching background is primary 
although there are other issues which I can see are very similar, the question of continuity and 
progression,what happens at the point of transfer and what might be done to facilitate that. The same 
issues come up whether you’re talking about infant/junior transfer or middle/upper. But in terms of 
curriculum or even teaching style, because the timetabling and specialist teaching in secondary schools 
is so different, I don’ t think I ’m the best person to advise.
Adviser, authority D
2 0 3
Summary
Findings in relation to the question asked
1  O v e r a l l  i t  c o u l d  b e  s a i d  t h a t  h e a d t e a c h e r s  a n d  t e a c h e r s  v i e w e d  a d v i s e r s  a n d  a d v i s o r y  
t e a c h e r s  m o r e  p o s i t i v e l y  t h a n  n e g a t i v e l y  t h o u g h  m a n y  h a d  m i x e d  v i e w s .  T h e y  w e r e  
c o n c e r n e d  a b o u t  t h e  p r e s s u r e s  o n  t h e  a d v i s o r y  s e r v i c e  a n d  t h e  e f f e c t  o f  t h e s e  o n  w o r k  
w i t h  s c h o o l s .
2  T h e  a v e r a g e  s c o r e s  f o r  t e a c h e r s ’  v i e w s  o f  a d v i s e r s  w e r e  m a r g i n a l l y  l o w e r  i n  e a c h  c a s e  
t h a n  t h o s e  f o r  h e a d t e a c h e r s  ’  v i e w s  o f  a d v i s e r s .  H o w e v e r ,  t h e r e  w e r e  o n l y  4  c a s e s  w h e r e  
t h e y  w e r e  c o m m e n t i n g  o n  t h e  s a m e  i t e m .  I n  a l l  o f  t h e s e  t h e  t e a c h e r s ’  r a t i n g  o f  a d v i s e r s  
w a s  s o m e w h a t  l o w e r  t h a n  t h a t  o f  h e a d t e a c h e r s .  T h e r e  w e r e  6 g o o d  s c o r e s  ( 9 % )  i n  t h e  
h e a d t e a c h e r s ’  s c o r e s  a n d  o n l y  o n e  ( 2 % )  i n  t h e  t e a c h e r s ’  s c o r e s .  T h e r e  w e r e  1 6  i t e m s  
( 2 5 % )  w h e r e  t h e  h e a d t e a c h e r s ’  s c o r e s  w e r e  b e l o w  2 . 0 0  a n d  2 1  i t e m s  ( 4 4 % )  w h e r e  t h i s  
w a s  t h e  c a s e  f o r  t h e  t e a c h e r s .
3  T e a c h e r s ’  r a t i n g s  f o r  a d v i s o i y  t e a c h e r s  w e r e  a b o v e  t h e i r  r a t i n g s  f o r  a d v i s e r s  a n d  a l s o  
a b o v e  t h e  r a t i n g s  o f  h e a d t e a c h e r s  f o r  a d v i s o r y  t e a c h e r s .  T h e r e  w a s  1  g o o d  s c o r e  ( 4 % )  
a m o n g  t h e  h e a d t e a c h e r s ’  r e s u l t s  a n d  a n d  6 ( 1 2 % )  a m o n g  t h o s e  f r o m  t e a c h e r s .  E i g h t  o f  
t h e  2 8  i t e m s  i n  t h e  h e a d t e a c h e r s ’  q u e s t i o n n a i r e  a b o u t  a d v i s o r y  t e a c h e r s  s c o r e d  b e l o w
2 . 0 0  ( 2 9 % )  b u t  o n l y  5  o f  t h e  4 8  i t e m s  ( 1 0 % )  i n  t h e  t e a c h e r s ’  q u e s t i o n n a i r e .  I t  s h o u l d  
b e  n o t e d  t h a t  o n l y  4  i t e m s  w e r e  c o m m o n  t o  b o t h  q u e s t i o n n a i r e s .
4  I n  t h e  4  i t e m s  w h i c h  w e r e  c o m m o n  t o  a l l  t h e  q u e s t i o n n a i r e s  t h e r e  w a s  a  m e a s u r e  o f  
a g r e e m e n t  i n  t h e  s c o r e s  f o r  ‘ S u p p o r t i n g  w o r k  i n  t h e  N a t i o n a l  C u r r i c u l u m ’  w h e r e  a l l  t h e  
s c o r e s  w e r e  a b o v e  2.00 a n d  ‘ S u p p o r t i n g  t e a c h i n g  d e a l i n g  w i t h  a s s e s s m e n t ’  w h e r e  o n l y  
o n e  s c o r e  w a s  b e l o w  2 . 0 0 .  ‘ A d v i s i n g  o n  t e a c h i n g  a n d  l e a r n i n g ’  h a d  3  s c o r e s  b e l o w  2 . 0 0  
a n d  2  o f  t h e s e  w e r e  a m o n g  t h e  t e a c h e r s ’  v i e w s  o f  a d v i s e r s .  A u t h o r i t i e s  B  a n d  C  h a d p o o r  
s c o r e s  f o r  a d v i c e  o n  s p e c i a l  n e e d s  w h e r e v e r  t h i s  o c c u r r e d  a n d  a u t h o r i t y  A  h a d  p o o r  
s c o r e s  f o r  t h i s  i t e m  f o r  a d v i s o r y  t e a c h e r s  f r o m  h e a d t e a c h e r s  a n d  t e a c h e r s  a n d  f o r  
a d v i s e r s  f r o m  t e a c h e r s .  E l e v e n  o u t  o f  t h e  1 6  s c o r e s  f o r  t h i s  i t e m  w e r e  b e l o w  2 . 0 0  A l l  ,  
t h e  s c o r e s  a b o v e  2 . 0 0  f o r  s u p p o r t i n g  s p e c i a l  n e e d s  w e r e  f r o m  a u t h o r i t y  D .
5  A u t h o r i t y  A  h a d  t h e  b e s t  s c o r e s  f r o m  h e a d t e a c h e r s  f o r  a d v i c e  a n d  s u p p o r t  f r o m  a d v i s e r s  
f o r  11 i t e m s  o u t  o f  t h e  1 6  a n d  f o r  6 i t e m s  o u t  o f  1 2  i n  t h e  t e a c h e r s ’  v i e w s .  A u t h o r i t y  
B  h a d  t h e  b e s t  s c o r e s  f r o m  h e a d t e a c h e r s  f o r  a d v i c e  a n d  s u p p o r t  f r o m  a d v i s o r y  t e a c h e r s  
f o r  4  o u t  o f  t h e  7  i t e m s  a n d  f o r  8 o u t  t h e  1 2  i t e m s  f o r  t e a c h e r s .
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Other findings
1 T h e r e  w a s  c o n c e r n  a b o u t  t h e  c h a n g e s  i n  t h e  a d v i s o r y  s e r v i c e  a n d  t h e  p r e s s u r e s  o n  
a d v i s e r s .  I n  m o s t  c a s e s  c o m m e n t s  w e r e  m a d e  i n  t h e  c o n t e x t  o f  t h e  s e r v i c e  o f f e r i n g  l e s s  
t h a n  p r e v i o u s l y .  T h e  e x c e p t i o n  t o  t h i s  w a s  a u t h o r i t y  A  w h e r e  h e a d t e a c h e r s  f e l t  t h a t  t h e y  
w e r e  g e t t i n g  m o r e  h i g h  q u a l i t y  a t t e n t i o n .
2  T h e r e  w e r e  f r e q u e n t  r e f e r e n c e s  t o  c r e d i b i l i t y .  T h e s e  c o n c e r n e d  a d v i s e r s  w i t h  a  
s e c o n d a r y  b a c k g r o u n d  w h o  h a d  n o t  d o n e  e n o u g h  h o m e w o r k  a b o u t  p r i m a r y  s c h o o l s ,  
a d v i s e r s  l a c k  o f  e x p e r i e n c e  o f  a c t u a l l y  t e a c h i n g  t h e  N a t i o n a l  C u r r i c u l u m  a n d  s p e c i a l i s t  
a d v i s e r s  l a c k  o f  a p p r e c i a t i o n  o f  t h e  p r e s s u r e s  o n  p r i m a r y  s c h o o l  t e a c h e r s .  A l l  t h e s e  
c o m m e n t s  c a m e  f r o m  t h e  p r i m a r y  s e c t o r .  A d v i s e r s  a l s o  s h o w e d  c o n c e r n  a b o u t  
c r e d i b i l i t y  ( c f . p p .  1 6 6 , 1 7 2 , 1 7 3 ) .
3  T h e r e  w e r e  a  n u m b e r  o f  c o m m e n t s  a b o u t  t h e  n e e d  f o r  a d v i s o r y  t e a m s  t o  m o v e  t o  a  
c o n s u l t a n c y  r o l e .  H e a d t e a c h e r s  f e l t  t h a t  t h e y  w e r e  n o w  i n  a  d i f f e r e n t  p o s i t i o n  v i s - a - v i s  
a d v i s e r s  a n d  s h o u l d  b e  a b l e  t o  a s k  f o r  t h e  k i n d  o f  a d v i c e  t h e y  w a n t e d .
4  S p e c i f i c  k i n d s  o f  a d v i c e  a n d  h e l p  w a n t e d  i n c l u d e d  c u r r i c u l u m  a d v i c e  a n d  a d v i c e  o n  
p e r s o n n e l .  H e a d t e a c h e r s  w a n t e d  a n  a d v i s e r  w h o m  t h e y  c o u l d  u s e  a s  a  s o u n d i n g  b o a r d  
f o r  d i s c u s s i n g  i d e a s  a n d  p l a n s .  T h e r e  w a s  a l s o  a  n e e d  f o r  s o m e o n e  w h o  c o u l d  o f f e r  
c a r e e r  a d v i c e  t o  s t a f f .
5  T h e r e  w e r e  s e v e r a l  c o m m e n t s  f r o m  h e a d t e a c h e r s  i n  a u t h o r i t y  A  a b o u t  t h e  b e n e f i t s  o f  
b e i n g  i n  a  s m a l l  a u t h o r i t y  w h e r e  y o u  c o u l d  k n o w  t h e  a d v i s o r y  s t a f f  r e a l l y  w e l l .
6 A d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  s h o w e d  c o n c e r n  a b o u t  t h e  b e s t  w a y  t o  g o  a b o u t  t h e i r  
w o r k  a n d  h o w  i t  c o u l d  b e  e v a l u a t e d  a n d  i m p r o v e d .  T h e y  f e l t  t h a t  t h e y  n e e d e d  a  b r o a d  
p e r s p e c t i v e  o n  e d u c a t i o n  a n d  n o t  s i m p l y  a  v i e w  f r o m  o n e  s u b j e c t .  T h e y  t h o u g h t  t h a t  i t  
w a s  i m p o r t a n t  t o  m a k e  p e o p l e  t h i n k  b y  b e i n g  p r o v o c a t i v e  t o  s o m e  e x t e n t .  T h e y  v a l u e d  
b e i n g  a b l e  t o  d r a w  t o g e t h e r  p e o p l e  f r o m  d i f f e r e n t  s c h o o l s  a n d  d i f f e r e n t  p h a s e s  o f  
e d u c a t i o n .  A d v i s o r y  t e a c h e r s  s t r e s s e d  t h e  i m p o r t a n c e  o f  s t a r t i n g  w h e r e  t h e  t e a c h e r s  
w e r e .
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Introduction
T h e  t h i r d  k e y  a r e a ,  l i k e  t h e  o t h e r s ,  i s  i n  a  s t a t e  o f  c h a n g e .  H i t h e r t o  m o s t  l o c a l  a u t h o r i t i e s  
t h r o u g h  t h e i r  a d v i s o r y  s e r v i c e  h a d  s e t  u p  a  c e n t r a l  c o r e  o f  c o u r s e s  f r o m  w h i c h  t e a c h e r s  a n d  
s c h o o l s  c o u l d  s e l e c t  t h o s e  t h e y  f e l t  t o  b e  m o s t  r e l e v a n t .  A  n u m b e r  o f  a u t h o r i t i e s ,  i n c l u d i n g  
o n e  i n  t h e  t h e  p r e s e n t  s t u d y ,  h a v e  d e v o l v e d  t h e  m o n e y  f o r  c o u r s e s  t o  s c h o o l s  w h o  m a y  b u y  
p l a c e s  i n  t h e  c o u r s e s  a v a i l a b l e .  T h e y  m a y  a l s o  u s e  t h e  m o n e y  t o  s e t  u p  t h e i r  o w n  t r a i n i n g  
a c t i v i t i e s  a n d  t h i s  i s  i n c r e a s i n g l y  t h e  p a t t e r n .  A d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  a r e  n o w  
s p e n d i n g  a  g o o d  d e a l  o f  t h e  t i m e  t h e y  s p e n d  o n  t e a c h e r  d e v e l o p m e n t  o n  p r o v i d i n g  i n - h o u s e  
c o u r s e s  f o r  p a r t i c u l a r  s t a f f s  o f  s c h o o l s  o r  f o r  g r o u p s  o f  s c h o o l s  a n d  t h i s  w o u l d  s e e m  t o  b e  o n e  
p a t t e r n  f o r  t h e  f u t u r e .
I t  s h o u l d  a l s o  b e  r e m e m b e r e d  t h a t  t e a c h e r  d e v e l o p m e n t  i s  n o t  s i m p l y  a  m a t t e r  o f  
c o u r s e s .  T e a c h e r s  d e v e l o p  t h e i r  w o r k  i n  a l l  k i n d s  o f  w a y s  i n  t h e  p r o c e s s  o f  d o i n g  i t  a n d  
a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  h e l p  t h i s  p r o c e s s  b y  t h e  c o m m e n t s  t h e y  m a k e  a n d  t h e  a d v i c e  
t h e y  o f f e r .
Relevant literature
O l d r o y d  a n d  H a l l  ( 1 9 8 8 ,  p . 2 4 )  m a d e  t h e  f o l l o w i n g  c o m m e n t  a b o u t  t h e  w o r k  o f  a d v i s e r s  i n  t h e  
i n - s e r v i c e  t r a i n i n g  o f  t e a c h e r s :
The LEA advisory team not only plays a central role in the process of policy formation and 
implementation but it is also well placed to add a broader dimension to the often more idiosyncratic 
viewpoint expressed in the training priorities identified by individual institutions. LEA advisers are in 
the almost unique position o f being able to visit a wide range of schools within the authority and to 
develop an overview of the school curriculum as a whole.
B o l a m  etal ( 1 9 7 8 )  f o u n d  t h a t  9 3 %  o f  t h e i r  r e s p o n d e n t s  s p e n t  s o m e  t i m e  o n  g e n e r a l  i n -  
s e r v i c e  c o u r s e s  a n d  8 0 %  o n  f o l l o w  u p  a c t i v i t i e s .  M a n y  e x p r e s s e d  f r u s t r a t i o n  a t  t h e  l a c k  o f  t i m e  
t o  f o l l o w  u p  t h e  w o r k  t h e y  h a d  d o n e  i n  t h e  c l a s s r o o m s  o f  t h o s e  a t t e n d i n g  t h e  c o u r s e s  a n d  f e l t  
t h a t  t h e y  n e e d e d  m o r e  a d v i s o r y  t e a c h e r s  t o  u n d e r t a k e  t h i s  r o l e .  O v e r  h a l f  ( 5 2 % )  w a n t e d  t o  
s p e n d  m o r e  t i m e  o n  f o l l o w i n g  u p  c o u r s e s .  M o s t  a d v i s e r s  s a w  t h e i r  m a j o r  r o l e  a s  a  t r a i n e r .  V  e r y  
f e w  s a w  t h e m s e l v e s  i n  a  c o n s u l t a n t  r o l e .
F u l l a n  a n d  S t i e g e l b a u e r  ( 1 9 9 1 ,  p . 8 5 )  n o t e d  t h a t  a  g r e a t  d e a l  o f  i n - s e r v i c e  e d u c a t i o n  w a s  
i n e f f e c t i v e .  I t  d i d  n o t  p r o v i d e  t h e  k i n d  o f  o n - g o i n g  i n t e r a c t i v e  l e a r n i n g  w h i c h  w a s  n e e d e d .
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Learning by doing, concrete role models, meetings with resource consultants and fellow implemented, 
practice of the behaviour and the fits and starts of cumulative, ambivalent, gradual self-confidence, all 
constitute a process of coming to see the meaning of change more clearly.
T h e y  s u g g e s t e d  t h a t  b o t h  p r e s s u r e  a n d  s u p p o r t  a r e  n e e d e d  i f  t e a c h e r s  w e r e  t o  m a k e  
p r o p o s e d  c h a n g e s  t h e i r  o w n .  T e a c h e r s  w e r e  n o r m a l l y  a m b i v a l e n t  a b o u t  c h a n g e  a n d  n e e d e d  
s u p p o r t  i n  g e t t i n g  t h r o u g h  t h e  f i r s t  s t a g e s .
T h e y  w e r e  c r i t i c a l  o f  ‘ o n e - s h o t  w o r k s h o p s ’  a s  l a r g e l y  i n e f f e c t i v e .  T h e r e  n e e d e d  t o  b e  
i n v o l v e m e n t  i n  p l a n n i n g  o f  t h o s e  f o r  w h o m  t h e  c o u r s e  w a s  i n t e n d e d  a n d  t h e r e  n e e d e d  t o  b e  
f o l l o w  u p  a n d  s u p p o r t .  E f f e c t i v e  c o u r s e s  i n v o l v e d  t e a c h e r s  t r y i n g  o u t  t h e  i d e a s  s u g g e s t e d  i n  
t h e i r  c l a s s r o o m s  a n d r e t u m i n g  t o  t h e  c o u r s e  t o  d i s c u s s  t h e i r  f i n d i n g s .  I t  w a s  a l s o  h e l p f u l  i f  t h e y  
o b s e r v e d  i n  e a c h  o t h e r ’ s  c l a s s r o o m s  a n d  d i s c u s s e d  p r o b l e m s  w i t h  e a c h  o t h e r .  T h e y  n e e d e d  
a  w i d e  v a r i e t y  o f  a p p r o a c h e s .
G a r n e t t  ( 1 9 7 7 ,  p . 3 3 )  n o t e d  t e a c h e r s  w h i l e  n o t  d e n y i n g  t h e  n e e d  f o r  a d v i s e r s  t o  o r g a n i s e  
a n d  r u n  c o u r s e s  f e l t  t h a t  a d v i s e r s  w e r e  i n c l i n e d  ‘ t o  r u n  t h e  c o u r s e s  t h e y  w a n t e d  t o  r u n ,  
i r r e s p e c t i v e  o f  t h e  n e e d s  o f  t h e  t e a c h e r s ’ .  H e r  a r t i c l e  f o r e s h a d o w s  s o m e  f u t u r e  d e v e l o p m e n t s .
The teachers felt it would be better to run fewer courses, geared more closely to the needs of teachers 
and followed up properly afterwards. Many felt that such courses would be of more value if they were 
run for the whole staff o f a school, or for a group of schools, located in the school and geared to its 
individual needs.
E r a u t  ( 1 9 9 2 ,  p . 3 , 4 )  i s  c u r r e n t l y  s t u d y i n g  i n - s e r v i c e  e d u c a t i o n  i n  a  s m a l l  s a m p l e  o f  
s c h o o l s .  H e  s u g g e s t s  t h a t  t h e  f o l l o w i n g  m i g h t  b e  w a y s  o f  s e c u r i n g  e f f e c t i v e  I N S E T  ( I n -  
S e r v i c e  E d u c a t i o n  a n d  T r a i n i n g ) .
Appreciate the different forms of INSET and their contributions and the need to facilitate and fund these 
in befitting ways
Supporting sequences of INSET and recognising pre-classroom outcomes 
Continuity of contact between schools and their INSET support services 
The need to monitor
a) the recent changes in the relationships between LEAs, other providers and schools on the pattern 
of INSET activities
b) the effects within schools of recent alterations in the locus of decision making about how INSET 
money is allocated
The need o f schools to see INSET provision as part of the whole picture o f resource planning - long and 
medium term planning - the SDP (school development plan) and targets)
The importance of external inputs into INSET needs appraisal 
Seeing INSET as a consequence of processes and events with intermediate outcomes 
Using formative evaluation within sequences to improve the final outcomes in classrooms 
Monitoring and evaluating classroom outcomes
T h ey  po in ted  out that:
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I n g v a r s o n  ( 1 9 8 2 ,  p . 9 2 )  m a d e  a  f o l l o w  u p  s t u d y  o f  t h e  e f f e c t s  o f  i n - s e r v i c e  w o r k  i n  
V i c t o r i a ,  A u s t r a l i a .  H e  n o t e d  t h a t  t h e r e  w a s  g o o d  r e a s o n  f r o m  t h e  s t u d y  t o  b e l i e v e  t h a t  
e n t h u s i a s m  a n d  p r o f e s s i o n a l  s a t i s f a c t i o n  p l a y e d  a  c o n s i d e r a b l e  p a r t  i n  a  t e a c h e r ’ s  e f f e c t i v e ­
n e s s  a n d  t h a t  t h e s e  w e r e  q u a l i t i e s  w h i c h  c o u l d  b e  f o s t e r e d  b y  i n - s e r v i c e  e d u c a t i o n .  T e a c h e r s  
f e l t  s t r o n g l y  t h a t  t h e y  s h o u l d  p l a y  a  p a r t  i n  d e t e r m i n i n g  t h e  n a t u r e  a n d  c o n t e n t  o f  i n - s e r v i c e  
a c t i v i t i e s .  T h e y  w e r e  d i v i d e d  o n  t h e  v a l u e  o f  o n e - d a y  c o n f e r e n c e s  b u t  t h o s e  w h o  r e s p o n d e d  
t o  t h e  q u e s t i o n s  o n  r e s i d e n t i a l  c o n f e r e n c e s  w e r e  i n  f a v o u r  o f  t h e m  b y  a  p r o p o r t i o n  o f  m o r e  
t h a n  t h r e e  t o  o n e .
T h e  t e a c h e r s  i n  I n g v a r s o n ’ s  s t u d y  e x p r e s s e d  p r e f e r e n c e  f o r  s m a l l  g r o u p  d i s c u s s i o n  a n d  
w o r k s h o p  s i t u a t i o n s  a n d  f e w e r  l e c t u r e s .  T h e y  a l s o  e c h o e d  s o m e  o f  t h e  c o m m e n t s  m a d e  b y  
t e a c h e r s  i n  t h e  p r e s e n t  s t u d y  i n  s a y i n g  t h a t  t h e y  w e r e  c o n c e r n e d  a b o u t  c o u r s e  l e a d e r s  a n d  
l e c t u r e r s  w h o  w e r e  n o t  i n  t o u c h  w i t h  c l a s s r o o m  r e a l i t i e s .
H e  n o t e d  t h a t  ‘ T e a c h e r s  w e r e  u n e q u i v o c a l  i n  t h e i r  o p i n i o n  t h a t  i t  i s  c o n t a c t  w i t h  o t h e r  
t e a c h e r s  t h a t  i s  o f  g r e a t e s t  v a l u e  t o  t h e m  i n  g a i n i n g  a n d  u s i n g  t e a c h i n g  i d e a s . ’  H o w e v e r ,  i n -  
s e r v i c e  e d u c a t i o n  f e a t u r e d  p r o m i n e n t l y  a s  a  s o u r c e  o f  n e w  i d e a s  a n d  t h e  m e a n s  o f  p u t t i n g  t h e m  
i n t o  p r a c t i c e .
T e a c h e r s  w e r e  a s k e d  a b o u t  t h e  r e a s o n s  w h y  t h e y  c h a n g e d  p r a c t i c e .  T h e  m a i n  r e a s o n  
g i v e n  w a s  s e l f - m o t i v a t i o n  ( 3 9 % )  b u t  2 3 %  g a v e  i n - s e r v i c e  a c t i v i t i e s  a n d  6%  g a v e  v i s i t i n g  
c o n s u l t a n t s / l o c a l  a d v i s e r s / r e s o u r c e  p e r s o n s / c u r r i c u l u m  a n d  r e s e a r c h  o f f i c e r s .  O n l y  0 . 3 %  
g a v e  i n s p e c t o r s !
G o l b y  a n d  F i s h  ( 1 9 8 0 )  w r o t e  o f  t h e  m o v e m e n t  t o  s c h o o l  b a s e d  i n - s e r v i c e  w o r k  a n d  t h e  
r o l e  o f  t h e  c o n s u l t a n t  i n  t h i s  c o n t e x t .  T h e i r  c o n c e r n s  a r e  s u r p r i s i n g l y  a p t  f o r  t o d a y ’ s  c l i m a t e  
c o n s i d e r i n g  t h a t  t h e y  w e r e  w r i t t e n  s o m e  1 3  y e a r s  a g o .  T h e y  p o i n t e d  o u t  t h a t  t h e  p e r s o n  
e n t e r i n g  a  s c h o o l  a s  a  c o n s u l t a n t  w a s  i n  a  d i f f e r e n t  r o l e  f r o m  t h e  a d v i s e r ’ s  t r a d i t i o n a l  r o l e  a s  
a  r e p r e s e n t a t i v e  o f  t h e  e m p l o y e r .  H e  o r  s h e  m u s t  f a c e  t h e  f a c t  t h a t  h i d d e n  a g e n d a s  s t e m m i n g  
f r o m  t h e  i n t e r n a l  p o l i t i c s  o f  t h e  s c h o o l  w o u l d  i m p i n g e  o n  t h e  w o r k  a n d  t h a t  p e o p l e  c o m i n g  
t o  a n y  i n - s e r v i c e  p r o g r a m m e  w o u l d  h a v e  t h e i r  o w n  r e a s o n s  f o r  b e i n g  p r e s e n t  a n d  w o u l d  w a n t  
t o  g e t  d i f f e r e n t  t h i n g s  f r o m  t h e  e x p e r i e n c e .  T h e  s p o n s o r s  f o r  c o n s u l t a n c y  m i g h t  b e  s e v e r a l  a n d  
m i g h t  e a c h  h a v e  d i f f e r e n t  e x p e c t a t i o n s .  T h e y  r e c o m m e n d e d  t h a t  a  g o o d  d e a l  o f  t i m e  s h o u l d  
b e  t a k e n  i n  n e g o t i a t i n g  a  c o n t r a c t  a n d  t h a t  a  v a r i e t y  o f  p e o p l e  s h o u l d  b e  c o n s u l t e d  a b o u t  i t ,  
n o t  s i m p l y  t h e  h e a d t e a c h e r  w h o  w o u l d  h a v e  h i s  o r  h e r  o w n  a g e n d a .  T h e y  a l s o  s u g g e s t e d  t h a t  
t w o  p e o p l e  w o r k i n g  t o g e t h e r  h a v e  a d v a n t a g e s  o v e r  t h e  l o n e  c o n s u l t a n t
M o r r i s  ( 1 9 9 0 )  d e s c r i b e d  a n  i n - s e r v i c e  p r o j e c t  w h e r e  t h e  a d v i s o r y  t e a c h e r s  r u n n i n g  i t  
s p e n t  t h e  f o l l o w i n g  w e e k  v i s i t i n g  e a c h  o f  t h e  c l a s s r o o m s  o f  t h e  t e a c h e r s  a t t e n d i n g  t h e  c o u r s e  
t o  s p e n d  t i m e  o b s e r v i n g  i n  t h e  c l a s s r o o m  a n d  f o l l o w i n g  t h i s  b y  d i s c u s s i o n  w i t h  t h e  t e a c h e r .
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I n i t i a l  e v a l u a t i o n  o f  t h i s  n o t e d  t h a t  t e a c h e r s  v a l u e d  t h e  e x t r a  s u p p o r t  b a c k  i n  t h e i r  o w n  s c h o o l s  
a n d  t h e  f a c t  t h a t  t h e y  w e r e  n o t  l e f t  t o  t r y  o u t  n e w  i d e a s  a n d  a p p r o a c h e s  i n  i s o l a t i o n .  T h e y  
a p p r e c i a t e d  t h e  o p p o r t u n i t y  t o  e x t e n d  t h e i r  t h i n k i n g  a b o u t  t h e  m o s t  r e c e n t  s e s s i o n  o f  t h e  
c o u r s e  a n d  t o  t h i n k  a g a i n  a b o u t  i t  i n  t h e  c o m p a n y  o f  t h e  a d v i s o r y  t e a c h e r .
T h e  a r t i c l e  p o i n t e d  o u t  t h a t  m o r e  o b j e c t i v e  e v a l u a t i o n  o f  t h i s  p r o j e c t  w a s  n e e d e d .  
H M I  ( 1 9 8 8 ,  p . 3 0 )  s p o k e  o f  t h e  c o n t r i b u t i o n  m a d e  b y  a d v i s o r y  t e a c h e r s  t o  I N S E T :
Advisory teachers were used extensively for LEA provided INSET. Invariably their sessions were well 
prepared with resources carefully chosen and with supporting handouts for teachers to take back to their 
schools.
M a t t h e w s  ( 1 9 9 0 )  s t u d i e d  t h e  w o r k  o f  a d v i s o r y  t e a c h e r s ,  w h o m  h e  s a w  p r i m a r i l y  a s  
c h a n g e  a g e n t s  a c h i e v i n g  c h a n g e  t h r o u g h  t h e i r  w o r k  i n  t h e  c l a s s r o o m  a n d  t h r o u g h  i n - s e r v i c e  
w o r k  b o t h  s c h o o l - f o c u s e d  a n d  m o r e  g e n e r a l .  H e  u s e d  q u e s t i o n n a i r e s  a n d  t h e n  i n t e r v i e w e d  
v e r y  s m a l l  g r o u p s  o f  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  a n d  s u r v e y e d  t h e  v i e w s  o f  h e a d t e a c h ­
e r s ,  p r o b a b l y  w i t h i n  o n e  b o r o u g h  a u t h o r i t y  a l t h o u g h  t h i s  i s  n o t  s t a t e d .  H i s  f i n d i n g s ,  t h o u g h  
i n t e r e s t i n g ,  a r e  o f  v a l u e  o n l y  a s  s t a t e m e n t s  m a d e  b y  i n d i v i d u a l s ,  b e c a u s e  o f  t h e  s m a l l  s i z e  o f  
t h e  s a m p l e s  a n d  b e c a u s e  h e  g i v e s  n o  i n f o r m a t i o n  a b o u t  h o w  t h e  s a m p l e s  w e r e  s e l e c t e d .  T h e  
r e s u l t s  a r e  a l s o  s e t  o u t  i n  t a b l e s  w h i c h  a r e  u n e x p l a i n e d  a n d  a r e  n o t  c l e a r  t o  t h e  r e a d e r  a s  t h e y  
s t a n d .  T h e r e  a r e ,  n e v e r t h e l e s s ,  m a n y  i n t e r e s t i n g  p o i n t s  m a d e  a n d  s o m e  a r e  c o n f i r m e d  b y  o t h e r  
s t u d i e s  ( f o r  e x a m p l e  H a r l a n d  1 9 8 9 ) .
H e  f o u n d  t h a t  a m o n g  t h e  a d v i s o r y  t e a c h e r s ,  o n l y  a  f e w  t h o u g h t  t h a t  t h e i r  p r e v i o u s  
e x p e r i e n c e  h a d  e q u i p p e d  t h e m  a s  c h a n g e  a g e n t s .  T h e y  t e n d e d  t o  r e l y  t o o  m u c h  o n  t h e  o p i n i o n s  
o f  s e n i o r  m a n a g e m e n t  i n  s c h o o l s  a s  a  m e a n s  o f  a s s e s s i n g  t h e  n e e d s  o f  t e a c h e r s  f o r  i n - s e r v i c e  
w o r k  a n d  s u p p o r t  a n d  f e w  u s e d  e v i d e n c e  w h i c h  m i g h t  b e  g a i n e d  f r o m  o b s e r v i n g  t e a c h e r s  a n d  
t a l k i n g  w i t h  p u p i l s .  H e  n o t e d  t h a t  t h e  o r g a n i s a t i o n  o f  a n y  s c h o o l ,  i t s  c l i m a t e  a n d  c u l t u r e  
a f f e c t e d  t h e  a b i l i t y  o f  t e a c h e r s  t o  t a k e  f r o m  a n y  t r a i n i n g  o p p o r t u n i t i e s  o f f e r e d  b u t  f o u n d  t h a t  
t h e  s a m p l e  o f  a d v i s o r y  t e a c h e r s  w e r e  n o t  a w a r e  o f  t h i s .  F e w  o f  t h e m  a p p e a r e d  t o  h a v e  a  c l e a r  
r a t i o n a l e  f o r  t h e i r  w a y s  o f  w o r k i n g .  H e  f o u n d  t h a t  t h e  p r e d o m i n a n t  m o d e l  f o r  w o r k i n g  w i t h  
t e a c h e r s  w a s  t h a t  o f  ‘ c o l l a b o r a t i v e  c o n t r o l ’  i n  w h i c h  t e a c h e r  a n d  a d v i s o r y  t e a c h e r  s h a r e d  t h e  
c l a s s .  A d v i s o r y  t e a c h e r s  t e n d e d  n o t  t o  c o n s i d e r  a  v a r i e t y  o f  w a y s  o f  w o r k i n g  a n d  s e l e c t  t h o s e  
w h i c h  s e e m e d  a p p r o p r i a t e  f o r  t h e  t a s k  i n  h a n d .  T h e y  a l s o  u s e d  a  v e r y  l i m i t e d  r a n g e  o f  m e t h o d s  
u s e d  f o r  e v a l u a t i n g  t h e i r  w o r k ,  m a i n l y  t a l k i n g  w i t h  t h e  t e a c h e r  a n d  q u e s t i o n i n g  t h e  c h i l d r e n  
o r  g i v i n g  t h e m  q u e s t i o n n a i r e s .
O n e  o u t c o m e  o f  t h i s  s t u d y  w a s  a  n u m b e r  o f  r e c o m m e n d a t i o n s  f o r  t r a i n i n g  o f  a d v i s o r y  
t e a c h e r s .  A m o n g  a  l o n g  l i s t  o f  p o s s i b l e  a r e a s ,  i m p o r t a n t  p o i n t s  s e e m e d  t o  b e  t r a i n i n g  i n
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c o u n s e l l i n g  s k i l l s ,  m a k i n g  c o n t r a c t s  w i t h  s c h o o l s ,  t h e  r o l e  a n d  f u n c t i o n  o f  t h e  c h a n g e  a g e n t ,  
d e s i g n i n g  a n d  d e l i v e r i n g  I N S E T ,  i n t e r - p e r s o n a l  s k i l l s ,  a c t i o n  r e s e a r c h  t r a i n i n g  a n d  k n o w l ­
e d g e  o f  o r g a n i s a t i o n  d e v e l o p m e n t .
T h e r e  w a s  a l s o  c o n c e r n  a n d  c r i t i c a l  c o m m e n t s  f r o m  h e a d t e a c h e r s  a b o u t  t h e  a d v i s o r y  
t e a c h e r s  l a c k  o f  i n f o r m a t i o n  a b o u t  c u r r e n t  d e v e l o p m e n t s  b o t h  w i t h  t h e  L E A  a n d  e l s e w h e r e .  
T h i s  c o n f i r m e d  t h e  f i n d i n g  o f  H a r l a n d  ( 1 9 9 0 )  t h a t  a d v i s o r y  t e a c h e r s  f o u n d  c o m m u n i c a t i o n  
w i t h i n  t h e  L E A  a  p r o b l e m .  T h i s  f i n d i n g  w a s  a l s o  c o n f i r m e d  i n  t h e  p r e s e n t  s t u d y .
The situation in the four authorities
I n  a u t h o r i t y  A  i n - s e r v i c e  p r o v i s i o n  w a s  m a i n l y  t h e  t a s k  o f  a d v i s o r y  t e a c h e r s  w i t h  i n s p e c t o r s  
d o i n g  a  l i m i t e d  a m o u n t .  T h e  i n v o l v e m e n t  o f  i n s p e c t o r s  t e n d e d  t o  b e  i n  t e r m s  o f  m a n a g e m e n t  
d e v e l o p m e n t  a n d  a p p r a i s a l  t r a i n i n g .  A d v i s o r y  t e a c h e r s  w e r e  a l s o  i n v o l v e d  i n  s c h o o l - b a s e d  
i n - s e r v i c e  w o r k  a n d  f e l t  t h a t  t h i s  w a s  v e r y  v a l u a b l e .  C o u r s e s  w e r e  e v a l u a t e d  b y  u s i n g  a  
s t a n d a r d  f o r m  a t  t h e  e n d  o f  e a c h  t r a i n i n g  c o u r s e  b u t  a l s o  b y  s u r v e y s  t o  l o o k  a t  t h e  e f f e c t  o f  
t r a i n i n g  o n  c l a s s r o o m  p r a c t i c e .  H e a d t e a c h e r s  w e r e  f a i r l y  c r i t i c a l  o f  w h a t  w a s  o f f e r e d .
I n  a u t h o r i t y  B  b o t h  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  w e r e  i n v o l v e d  i n  i n - s e r v i c e  w o r k .  
T h e  m a i n  p r o b l e m  h e r e  w a s  t h e  a u t h o r i t y ’ s  i n a b i l i t y  t o  p r o v i d e  a s  m a n y  c o u r s e s  a s  t h e  
h e a d t e a c h e r s  a n d  t e a c h e r  w a n t e d .  T h e  c h i e f  a d v i s e r  s p o k e  o f  r e c e i v i n g  c o m p l a i n t s  f r o m  
h e a d t e a c h e r s  a b o u t  t h e i r  i n a b i l i t y  t o  g e t  p l a c e s  o n  c o u r s e s  f o r  t h e i r  s t a f f s .  H e  r e c k o n e d  t h a t  
t h e y  w e r e  p r o v i d i n g  t h e  e q u i v a l e n t  o f  o n e  c o u r s e  p e r  t e r m  f o r  e v e r y  t e a c h e r .  I n - s e r v i c e  
p r o v i s i o n  w a s  e v a l u a t e d  t h r o u g h  t h e  u s e  o f  q u e s t i o n n a i r e s .  H e a d t e a c h e r s  s p o k e  h i g h l y  o f  t h e  
i n - s e r v i c e  p r o v i s i o n  o f f e r e d .
I n  a u t h o r i t y  C  c o u r s e s  w e r e  r u n  b y  b o t h  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .  A d v i s o r y  
t e a c h e r s  s p o k e  o f  m a n y  o f  t h e i r  c o u r s e s  b e i n g  o v e r - s u b s c r i b e d  a n d  o f  t h e  n e e d  t o  r e p e a t  t h e m .  
T h e y  a l s o  s u p p o r t e d  s c h o o l - b a s e d  i n - s e r v i c e  w o r k .  S c h o o l s  w e r e  h a v i n g  t o  p a y  f o r  t e a c h e r s  
t o  a t t e n d  c o u r s e s  a n d  w e r e  t h e r e f o r e  t h i n k i n g  v e r y  c a r e f u l l y  a b o u t  p r o v i s i o n  a n d  t h e r e  w a s  
a  m o v e  t o  s c h o o l - b a s e d  o r  c l u s t e r - b a s e d  c o u r s e s  w i t h  s c h o o l s  o r g a n i s i n g  w h a t  t h e y  w a n t e d .  
H e a d t e a c h e r s  s p o k e  o f  b e i n g  ‘ m o r e  c l e a r - s i g h t e d ’  a b o u t  t h e i r  i n - s e r v i c e  n e e d s .
I n  a u t h o r i t y  D ,  i n - s e r v i c e  w a s  t h e  r e s p o n s i b i l i t y  o f  t h e  a d v i s e r s  w i t h  t h e  a d v i s o r y  
t e a c h e r s ,  b u t  t h e r e  w a s  s o m e  i n p u t  f r o m  i n s p e c t o r s .  S o m e  a d v i s e r s  w e r e  d e v o t i n g  v e r y  h i g h  
p r o p o r t i o n s  o f  t h e i r  t i m e  t o  t h i s  a s p e c t  o f  t h e i r  w o r k .  O n e  s p o k e  o f  s p e n d i n g  7 0  t o  8 0 %  o f  h i s  
t i m e  o n  i n - s e r v i c e  w o r k .  O t h e r s  w e r e  s p e n d i n g  l e s s  t i m e  t h a n  t h i s .  T h e y  w e r e  a l s o  h e a v i l y  
i n v o l v e d  i n  s c h o o l - b a s e d  i n - s e r v i c e  w o r k .  E v a l u a t i o n  w a s  b y  q u e s t i o n n a i r e  b u t  t h e r e  w a s  
s o m e  f u l l e r  e v a l u a t i o n  o f  s o m e  c o u r s e s .
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The questionnaire survey
T h e  q u e s t i o n  e x p l o r e d  i n  r e l a t i o n  t o  i n - s e r v i c e  w o r k  w a s  ‘ H o w  d o  h e a d t e a c h e r s  a n d  t e a c h e r s  
r e g a r d  t h e  p r o v i s i o n  f o r  t e a c h e r  d e v e l o p m e n t  m a d e  b y  l o c a l  a u t h o r i t y  a d v i s o r y  t e a m s ?
Headteachers’ views of the in-service provision offered by advisers and inspectors 
H e a d t e a c h e r s  w e r e  a s k e d  4  q u e s t i o n s  i n  r e l a t i o n  t o  i n - s e r v i c e  w o r k .  F o r  2  o f  t h e m  t h e y  w e r e  
a s k e d  t o  t i c k  c o l u m n s  h e a d e d  ‘ g o o d  s e r v i c e ’ ,  ‘ a v e r a g e  s e r v i c e ’ ,  ‘ p o o r  s e r v i c e ’  o r  ‘ s e r v i c e  n o t  
u s e d ’  I n  t h e  o t h e r  2  t h e y  w e r e  a s k e d  w h e t h e r  t h e y  a g r e e d ,  w e r e  n e u t r a l  o r  d i s a g r e e d  w i t h  
c e r t a i n  s t a t e m e n t s .  I n  b o t h  c a s e s  e a c h  t i c k  i n  t h e  c o l u m n s  w a s  a l l o c a t e d  3  p o i n t s ,  2  p o i n t s  o r  
o n e  p o i n t .  T h o s e  q u e s t i o n s  o n  t h e  s e r v i c e  r e c e i v e d  w e r e  g i v e n  c o m p e n s a t i o n  f o r  a n y  a n s w e r s  
w h e r e  ‘ s e r v i c e  n o t  u s e d ’  w a s  t i c k e d .  T h e  r e s u l t s  o f  t h i s  a r e  s h o w n  i n  t h e  g r a p h s  o n  t h e  n e x t  
p a g e  a n d  i n  t h e  f o l d  o u t  t a b l e  o n  p a g e  220 w h i c h  m a y  b e  u s e d  i n  p a r a l l e l  w i t h  t h e  i n f o r m a t i o n  
a b o u t  t h e  p e r f o r m a n c e  o f  t h e  4  a u t h o r i t i e s .  T h e  d i f f e r e n c e  i n  t h e  c o l u m n  h e a d i n g s  a c c o u n t s  
t h e  d i f f e r e n c e  o f  s t a t e m e n t  f o r m a t  b e l o w  t h e  g r a p h s .
T h e  a v e r a g e  s c o r e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 5 2
A u t h o r i t y  B  2 . 1 3
A u t h o r i t y  C  2 . 4 0
A u t h o r i t y  D  2 . 3 2  f o r  a d v i s e r s
2 . 3 2  f o r  i n s p e c t o r s
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HEADTEACHERS' VIEWS OF IN-SERVICE  
PROVISION FROM ADVISERS AND INSPECTORS
Fig. 10.1
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F 9  P r o v i d e  e f f e c t i v e  i n - s e r v i c e  p r o g r a m m e s  
F 1 0  P l a n  a n d  o r g a n i s e  c o m p e t e n t l y
F I  1  S u p p o r t i n g  a n d  h e l p i n g  w i t h  s t a f f  d e v e l o p m e n t  p r o g r a m m e s  
F I 2  H e l p i n g  t h e  s c h o o l  t o  d e v e l o p  i t s  p l a n  f o r  a p p r a i s a l
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T h e  s c o r e s  w e r e  h i g h e r  t h a n  t h o s e  f o r  a d v i c e  a n d  s u p p o r t .  T h e r e  w a s  o n l y  o n e  s c o r e  
b e l o w  2 . 0 0  a n d  6 a b o v e  2 . 5 0 .  A d v i s o r y  t e a m s  w e r e  a p p a r e n t l y  s e e n  b y  b o t h  h e a d t e a c h e r s  a n d  
t e a c h e r s  a s  b e t t e r  a t  o f f e r i n g  i n - s e r v i c e  e d u c a t i o n  t h a n  p r o v i d i n g  a d v i c e  a n d  s u p p o r t .
A u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e  f o r  2  o f  t h e  4  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  n o n e .  
A u t h o r i t y  B  h a d  t h e  l o w e s t  s c o r e  f o r  3  i t e m s  a n d  t h e  h i g h e s t  f o r  n o n e .  A u t h o r i t y  C  h a d  t h e  
h i g h e s t  s c o r e  f o r  o n e  i t e m  a n d  t h e  l o w e s t  f o r  n o n e .  A d v i s e r s  a n d  i n s p e c t o r s  i n  a u t h o r i t y  D  
s h a r e d  t h e  h i g h e s t  s c o r e  f o r  o n e  i t e m  a n d  i n s p e c t o r s  h a d  o n e  l o w e s t  s c o r e .
A u t h o r i t y  A  h a d  g o o d  s c o r e s  f o r  3  i t e m s  a n d  a  s a t i s f a c t o r y  s c o r e  f o r  t h e  t h i r d .  T h e  
h i g h e s t  s c o r e  w a s  f o r  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 7 0 )  a n d  t h e  l o w e s t  
s c o r e  w a s  f o r  ‘ S u p p o r t i n g  a n d  h e l p i n g  t h e  s c h o o l  w i t h  s t a f f  d e v e l o p m e n t  p r o g r a m m e s ’  ( 2 . 3 0 ) .
A u t h o r i t y  B  h a d  s a t i s f a c t o r y  s c o r e s  f o r  3  o f  t h e  4  i t e m s  o f  w h i c h  t h e  h i g h e s t  w a s  
‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 4 0 ) .  T h e i r  l o w e s t  s c o r e  f o r  ‘ S u p p o r t i n g  a n d  
h e l p i n g  w i t h  s t a f f  d e v e l o p m e n t  p r o g r a m m e s ’  ( 1 . 9 5 ) .
I n  a u t h o r i t y  C  t h e  h i g h e s t  s c o r e  w a s  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  
( 2 . 5 9 )  a n d  t h e  l o w e s t  w a s  f o r  ‘ H e l p i n g  t h e  s c h o o l  t o  d e v e l o p  i t s  p l a n  f o r  a p p r a i s a l ’  ( 2 . 2 6 ) .
A u t h o r i t y  D  h a d  i t s  h i g h e s t  s c o r e  f o r  ‘ H e l p i n g  t h e  s c h o o l  t o  d e v e l o p  i t s  p l a n  f o r  
a p p r a i s a l ’  ( 2 . 5 5 )  a n d  t h i s  a p p l i e d  t o  b o t h  a d v i s e r s  a n d  i n s p e c t o r s .  T h e  l o w e s t  s c o r e s  f o r  b o t h  
g r o u p s  w e r e  f o r  ‘ S u p p o r t i n g  a n d  h e l p i n g  w i t h  s t a f f  d e v e l o p m e n t  p r o g r a m m e s ’  ( 2 . 1 3 ) .
I t  i s  i n t e r e s t i n g  t o  n o t e  t h a t  a l t h o u g h  a u t h o r i t y  A  h e a d t e a c h e r s  w e r e  c r i t i c a l  o f  t h e  i n -  
s e r v i c e  p r o v i s i o n  t h e y  h a d  t h e  h i g h e s t  a v e r a g e  s c o r e  a n d  a u t h o r i t y  B  w h e r e  h e a d t e a c h e r s  w e r e  
m o r e  e n t h u s i a s t i c  a b o u t  p r o v i s i o n  h a d  t h e  l o w e s t  s c o r e .
F o r  3  o f  t h e  4  a u t h o r i t i e s  ‘ S u p p o r t i n g  a n d  h e l p i n g  w i t h  s t a f f  d e v e l o p m e n t  p r o g r a m m e s ’  
i s  t h e  w e a k e s t  a r e a .  ‘ P r o v i d i n g  e f f e c t i v e  i n - s e r v i c e  c o u r s e s *  h a d  g o o d  o r  s a t i s f a c t o r y  s c o r e s  
i n  a l l  4  a u t h o r i t i e s ,  a s  d i d  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  a n d  ‘ H e l p i n g  t h e  
s c h o o l  t o  d e v e l o p  i t s  p l a n  f o r  a p p r a i s a l . ’
Headteachers* views of in-service provision from advisory teachers 
H e a d t e a c h e r s  w e r e  a s k e d  o n l y  3  q u e s t i o n s  i n  r e l a t i o n  t o  a d v i s o r y  t e a c h e r s  a n d  i n - s e r v i c e  
p r o v i s i o n  a n d  t h e y  w e r e  s c o r e d  a s  b e f o r e ,  w i t h  2 o f  t h e  q u e s t i o n s  r e f e r r i n g  t o  t h e  l e v e l  o f  
s e r v i c e  a n d  o n e  t o  a g r e e m e n t / d i s a g r e e m e n t .  T h e  r e s u l t s  a r e  s h o w n  i n  t h e  g r a p h s  o n  t h e  n e x t  
p a g e  a n d  i n  t h e  f o l d  o u t  t a b l e .  T h e  d i f f e r e n c e  i n  t h e  c o l u m n  h e a d i n g s  a g a i n  a c c o u n t s  f o r  t h e  
d i f f e r e n c e  o f  s t a t e m e n t  f o r m a t  b e l o w  t h e  g r a p h s .  T h o s e  q u e s t i o n s  o n  t h e  s e r v i c e  r e c e i v e d  
w e r e  g i v e n  c o m p e n s a t i o n  f o r  a n y  a n s w e r s  w h e r e  ‘ s e r v i c e  n o t  u s e d ’  w a s  t i c k e d .
A v e r a g e  s c o r e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A 2 . 3 7
A u t h o r i t y  B 2 . 5 5
A u t h o r i t y  C 2 . 2 9
A u t h o r i t y  D 2 . 2 4
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HEADTEACHERS' VIEWS OF IN-SERVICE  
PROVISION FROM ADVISORY TEACHERS
Fig 10.2
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F l  1  S u p p o r t i n g  a n d  h e l p i n g  w i t h  s t a f f  d e v e l o p m e n t  p r o g r a m m e s
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A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e s  f o r  e v e r y  i t e m  i n  t h i s  s e c t i o n .  A u t h o r i t y  C  h a d  t h e  
l o w e s t  s c o r e  f o r  o n e  i t e m  a n d  a u t h o r i t y  D  f o r  2  i t e m s .  T h e  p e r f o r m a n c e  o f  a d v i s o r y  t e a c h e r s  
m a y  a c c o u n t  f o r  t h e  g o o d  r e p u t a t i o n  o f  i n - s e r v i c e  c o u r s e s  i n  a u t h o r i t y  J B .
A u t h o r i t y  A  h a d  s a t i s f a c t o r y  s c o r e s  t h r o u g h o u t  o f  w h i c h  t h e  h i g h e s t  w a s  ‘ P l a n n i n g  a n d  
o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 4 3 ) .  A u t h o r i t y  B  s c o r e d  m o s t  h i g h l y  o n  ‘ P r o v i d e  e f f e c t i v e  
i n - s e r v i c e  p r o g r a m m e s ’  ( 2 . 6 8 ) .  A u t h o r i t y  C  s c o r e d  b e s t  o n  ‘ P l a n n i n g  a n d  a n d  o r g a n i s i n g  
c o u r s e s  e f f e c t i v e l y ’  ( 2 . 5 2 )  a n d  l e a s t  w e l l  o n  ‘ S u p p o r t i n g  a n d  h e l p i n g  w i t h  s t a f f  d e v e l o p m e n t  
p r o g r a m m e s ’  ( 2 . 1 2 )  T h i s  i s  i n t e r e s t i n g  i n  t h a t  t h i s  a u t h o r i t y  s c o r e d  t h e  m o s t  h i g h l y  o n  t h i s  
w h e r e  a d v i s e r s  w e r e  c o n c e r n e d .  I t  s u g g e s t s  t h a t  a d v i s o r y  t e a c h e r s  w e r e  e i t h e r  l e s s  i n v o l v e d  
i n  s c h o o l - b a s e d  i n - s e r v i c e  w o r k ,  w h i c h  i s  u n u s u a l ,  o r  w e r e  l e s s  c o m p e t e n t  a t  i t .  A u t h o r i t y  D  
h a d  r a t h e r  s i m i l a r  s c o r e s  f o r  ‘ P r o v i d e  e f f e c t i v e  i n - s e r v i c e  p r o g r a m m e s ’  ( 2 . 3 7 )  a n d  ‘ P l a n n i n g  
a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 3 9 )  b u t  ‘ S u p p o r t i n g  a n d  h e l p i n g  w i t h  s t a f f  d e v e l o p ­
m e n t  p r o g r a m m e s ’  w a s  c o n s i d e r a b l y  l o w e r  ( 1 . 9 6 ) .
Teachers’ views of in-service provision by advisers
T e a c h e r s  w e r e  a s k e d  1 0  q u e s t i o n s  a b o u t  i n - s e r v i c e  p r o v i s i o n  b y  a d v i s e r s .  I n  8 o f  t h e s e  ( F l -  
8)  t h e y  w e r e  a s k e d  w h e t h e r  t h e y  a g r e e d ,  w e r e  n e u t r a l  o r  d i s a g r e e d  a n d  i n  t w o  ( F 9  a n d  F 1 0 )  
t h e y  w e r e  a s k e d  w h e t h e r  t h e y  f e l t  t h e y  w e r e  r e c e i v i n g  g o o d  s e r v i c e ,  a v e r a g e  s e r v i c e ,  p o o r  
s e r v i c e  o r  h a d  n o t  u s e d  t h e  s e r v i c e .  I n  b o t h  c a s e s  t h e  s c o r i n g  w a s  3  p o i n t s ,  2  p o i n t s  o r  o n e  p o i n t .  
T h o s e  q u e s t i o n s  o n  t h e  s e r v i c e  r e c e i v e d  w e r e  g i v e n  c o m p e n s a t i o n  f o r  a n y  a n s w e r s  w h e r e  
‘ s e r v i c e  n o t  u s e d ’  w a s  t i c k e d .  T h e  d i f f e r e n c e  i n  t h e  c o l u m n  h e a d i n g s  a g a i n  a c c o u n t s  f o r  t h e  
d i f f e r e n c e  o f  s t a t e m e n t  f o r m a t  b e l o w  t h e  g r a p h s .
A l l  t h e  s c o r e s  w e r e  r e l a t i v e l y  h i g h  w i t h  o n l y  o n e  s c o r e  b e l o w  2 . 0 0 .  A v e r a g e  s c o r e s
w e r e :
A u t h o r i t y  A 2 . 4 0
A u t h o r i t y  B 2 . 3 5
A u t h o r i t y  C 2 . 3 2
A u t h o r i t y  D 2 . 3 5  f o r  a d v i s e r s ,
2. 22.  f o r  i n s p e c t o r s
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TEACHERS' VIEWS OF IN-SERVICE  
PROVISION FROM ADVISERS AND INSPECTORS
Fig. 10.3
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Fl Provide insights
F2 Make teachers think
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F4 Provide usable ideas
F5 Create enthusiasm
F6 Stimulate teachers
F7 Work in appropriate ways for the task in hand
F8 Work in ways they are suggesting to teachers
F9 Providing effective in-service courses 
F10 Planning and organising courses effectively
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A u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e s  f o r 4 o f  t h e  i t e m s  w i t h  4  s c o r e s  i n  t h e  g o o d  c a t e g o r y  
a n d  t h e  r e s t  s a t i s f a c t o r y .  T h e y  h a d  t h e  l o w e s t  s c o r e s  f o r  n o n e .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  
s c o r e  f o r  o n e  i t e m  w h i c h  w a s  i n  t h e  g o o d  c a t e g o r y  a n d  t h e  l o w e s t  s c o r e  f o r  o n e .  A u t h o r i t y  
C  h a d  t h e  h i g h e s t  s c o r e  f o r  2  i t e m s ,  o n e  o f  w h i c h  w a s  g o o d ,  a n d  t h e  l o w e s t  s c o r e  f o r  2 .  
A d v i s e r s  i n  a u t h o r i t y  D  h a d  t h e  h i g h e s t  s c o r e  f o r  2  i t e m s ,  o n e  i n  t h e  g o o d  c a t e g o r y  a n d  t h e  
l o w e s t  s c o r e  f o r  2 a n d  i n s p e c t o r s  h a d  t h e  h i g h e s t  s c o r e  f o r  o n e  i t e m  w h i c h  w a s  a  g o o d  s c o r e  
a n d  t h e  l o w e s t  s c o r e  f o r 7 ,  o n e  o f  w h i c h  w a s  b e l o w  2 . 0 0 .  A u t h o r i t y  D ’ s  i n s p e c t o r s  w e r e  n o t  
e x p e c t e d  t o  u n d e r t a k e  i n - s e r v i c e  w o r k  t o  a n y  e x t e n t  s o  l o w e r  s c o r e s  m i g h t  b e  e x p e c t e d  h e r e .
A u t h o r i t y  A  h a d  g o o d  o r  s a t i s f a c t o r y  s c o r e s  t h r o u g h o u t .  T h e  h i g h e s t  w e r e  f o r  ‘ M a k e  
t e a c h e r s  t h i n k ’  ( 2 . 5 6 )  a n d  ‘ P r o v i d e  u s a b l e  i d e a s ’  ( 2 . 5 6 ) .  T h e  l o w e s t  s c o r e  w a s  f o r  ‘ W o r k  i n  
w a y s  t h e y  a r e  s u g g e s t i n g  t o  t e a c h e r s ’  ( 2 . 1 7 ) .
A u t h o r i t y  B  h a d  a  g o o d  s c o r e  f o r  ‘ U s e  t e a c h e r s ’  o w n  e x p e r i e n c e  i n  i n - s e r v i c e  w o r k ’  
( 2 . 7 6 ) .  A u t h o r i t y  B ’ s  l o w e s t  s c o r e  w a s  f o r  ‘ C r e a t e  e n t h u s i a s m ’  ( 2 . 0 7 ) .
A u t h o r i t y  C  h a d  a  g o o d  s c o r e  f o r  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  c o m p e t e n t l y ’
( 2 . 6 2 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ W o r k  i n  w a y s  t h e y  a r e  s u g g e s t i n g  t o  t e a c h e r s ’  ( 2 . 0 0 ) .
A u t h o r i t y  D  a d v i s e r s  a n d  i n s p e c t o r s  b o t h  h a d  g o o d  s c o r e s  f o r  ‘ U s e  t e a c h e r s ’  o w n  
e x p e r i e n c e  i n  i n - s e r v i c e  w o r k ’  ( 2 . 5 5  a n d  2 . 5 4 ) .  T h e  l o w e s t  s c o r e  f o r  a d v i s e r s  w a s  ‘ P l a n n i n g  
a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 1 7 ) . I n s p e c t o r s '  h i g h e s t  s c o r e  w a s  f o r  ‘ M a k e  t e a c h e r s  
t h i n k ’  ( 2 . 6 1 ) .  a n d  t h e  l o w e s t  w a s  ‘ W o r k  i n  w a y s  t h e y  a r e  s u g g e s t i n g  t o  t e a c h e r s ’  ( 1 . 9 6 ) .
A u t h o r i t y  A  h a d  7 5 %  o f  g o o d  s c o r e s  f r o m  h e a d t e a c h e r s  a n d  4 0 %  f r o m  t e a c h e r s .  
A u t h o r i t y  B  a d v i s e r s  d i d  n o t  d o  s o  w e l l  i n  t h e  o p i n i o n  o f  h e a d t e a c h e r s  b u t  h a d  b e t t e r  o p i n i o n s  
f r o m  t e a c h e r s .  A u t h o r i t y  C  h a d  1  g o o d  s c o r e  f r o m  h e a d t e a c h e r s  a n d  3  ( 3 0 % )  f r o m  t e a c h e r s .  
A u t h o r i t y  D  h a d  o n e  g o o d  s c o r e  f r o m  h e a d t e a c h e r s  f o r  b o t h  a d v i s e r s  a n d  i n s p e c t o r s  a n d  o n e  
g o o d  s c o r e  f o r  a d v i s e r s  a n d  2  f o r  i n s p e c t o r s  f r o m  t e a c h e r s .  T h e r e  w e r e  o n l y  t w o  i t e m s  w h i c h  
w e r e  c o m m o n  t o  b o t h  l i s t s .  T h e s e  w e r e  ‘ P r o v i d i n g  e f f e c t i v e  i n - s e r v i c e  c o u r s e s ’  a n d  ‘ P l a n n i n g  
a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’ .  B o t h  h a d  g o o d  o r  s a t i s f a c t o r y  s c o r e s  t h r o u g h o u t .
Teachers’ views of in-service provision by advisory teachers
T e a c h e r s  w e r e  a s k e d  t h e  s a m e  1 0  q u e s t i o n s  a b o u t  a d v i s o r y  t e a c h e r s  a s  t h e y  w e r e  a s k e d  a b o u t  
a d v i s e r s .  A s  b e f o r e  2  q u e s t i o n s  r e q u i r e d  a n  o p i n i o n  a b o u t  t h e  s e r v i c e  r e c e i v e d  a n d  8 w e r e  
s t a t e m e n t s  w i t h  w h i c h  t e a c h e r s  c o u l d  a g r e e ,  r e m a i n  n e u t r a l  o r  d i s a g r e e .  T h e  d i f f e r e n c e  i n  t h e  
c o l u m n  h e a d i n g s  a c c o u n t s  f o r  t h e  d i f f e r e n c e  i n  s t a t e m e n t  f o r m a t .  T h o s e  q u e s t i o n s  o n  t h e  
s e r v i c e  r e c e i v e d  w e r e  g i v e n  c o m p e n s a t i o n  f o r  a n y  a n s w e r s  w h e r e  ‘ s e r v i c e  n o t  u s e d ’  w a s  
t i c k e d .  A v e r a g e  s c o r e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 5 7
A u t h o r i t y  B  2 . 7 1
A u t h o r i t y  C  2 . 2 8
A u t h o r i t y  D  2 . 4 7
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TEACHERS' VIEWS OF IN-SERVICE  
PROVISION FROM ADVISORY TEACHERS
Fig. 10.4
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FI Provide insights
F2 Make teachers think
F3 Use teachers' own experience in in-service work 
F4 Provide usable ideas
F5 Create enthusiasm
F6 Stimulate teachers
F7 Work in appropriate ways for the task in hand
F8 Work in ways they are suggesting to teachers
F9 Providing effective in-service courses
F10 Planning and organising courses effectively
FI 1 Supporting and helping with staff development programmes
F I2 Helping the school to develop its plan for appraisal
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A u t h o r i t y  B  d i d  p a r t i c u l a r l y  w e l l  o n  t h i s  s e c t i o n  w i t h  g o o d  s c o r e s  f o r  a l l  i t e m s  a n d  h a d  
t h e  h i g h e s t  s c o r e  f o r  a l l  b u t  o n e  i t e m  f o r  w h i c h  a u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e .  A u t h o r i t y  
C ,  b y  c o n t r a s t ,  h a d  t h e  l o w e s t  s c o r e  f o r  e v e r y  i t e m  a l t h o u g h  n o n e  o f  t h e  s c o r e s  w a s  b e l o w  2 . 0 0  
a n d  2  w e r e  g o o d  s c o r e s .  A u t h o r i t i e s  A  a n d  D  h a d  g o o d  s c o r e s  f o r  5  a n d  7  i t e m s  r e s p e c t i v e l y  
a n d  s a t i s f a c t o r y  s c o r e s  f o r  t h e  r e s t .
A u t h o r i t y  A ’ s  h i g h e s t  s c o r e  w a s  f o r  ‘ P r o v i d e  u s a b l e  i d e a s  ( 2 . 7 6 ) .  T h e r e  w e r e  a l s o  h i g h  
s c o r e s  f o r  ‘ M a k e  t e a c h e r s  t h i n k ’  ( 2 . 6 6 ) ,  ‘ U s e  t e a c h e r s ’  o w n  e x p e r i e n c e  i n  i n - s e r v i c e  w o r k ’  
( 2 . 6 6 )  a n d  ‘ S t i m u l a t e  t e a c h e r s ’  ( 2 . 6 6 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ W o r k  i n  w a y s  t h e y  a r e  
s u g g e s t i n g  t o  t e a c h e r s ’  ( 2 . 3 2 ) .
A u t h o r i t y  B  h a d  v e r y  h i g h  s c o r e s  f o r  ‘ M a k e  t e a c h e r s  t h i n k ’  ( 2 . 8 2 )  a n d  ‘ P r o v i d e  u s a b l e  
i d e a s ’  ( 2 . 8 7 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 5 9 )  
w h i c h  i s  s t i l l  a  g o o d  s c o r e .
A u t h o r i t y  C  h a d  g o o d  s c o r e s  f o r  ‘ M a k e  t e a c h e r s  t h i n k ’  ( 2 . 5 4 )  a n d  ‘ P r o v i d e  u s a b l e  
i d e a s ’  ( 2 . 5 0 )  T h e  l o w e s t  s c o r e  w a s  f o r  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 0 4 ) .
A u t h o r i t y  D  h a d  g o o d  s c o r e s  f o r  ‘ M a k e  t e a c h e r s  t h i n k ’  ( 2 . 6 3 ) ,  ‘ U s e  t e a c h e r s ’  o w n  
e x p e r i e n c e  i n  i n - s e r v i c e  w o r k ’  ( 2 . 6 0 ) ,  ‘ P r o v i d e  u s a b l e  i d e a s ”  ( 2 . 6 0 )  a n d  ‘ S t i m u l a t e  t e a c h e r s ’
( 2 . 6 3 ) .  T h e  l o w e s t  s c o r e  w a s  f o r  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  ( 2 . 1 9 ) .
A l l  4  a u t h o r i t i e s  h a d  g o o d  s c o r e s  f o r  ‘ M a k e  t e a c h e r s  t h i n k ’  a n d  ‘ P r o v i d e  u s a b l e  i d e a s ’ .  
W h e n  t h e  s c o r e s  f r o m  h e a d t e a c h e r s  a n d  t e a c h e r s  f o r  a d v i s o r y  t e a c h e r s  a r e  c o m p a r e d  t h e r e  i s  
s o m e t h i n g  o f  a  c o m m o n  p a t t e r n  e v e n  t h o u g h  t h e r e  a r e  o n l y  3  i t e m s  i n  t h e  h e a d t e a c h e r s ’  
q u e s t i o n n a i r e .  I n  b o t h ,  a u t h o r i t y  B  h a s  t h e  h i g h e s t  s c o r e s  f o r  m o s t  o f  t h e  q u e s t i o n n a i r e ,  a l l  o f  
w h i c h  a r e  g o o d  s c o r e s .  W i t h  o n e  e x c e p t i o n ,  a u t h o r i t y  C  h a s  t h e  l e a s t  g o o d  s c o r e s  f r o m  b o t h .
T h e  2  q u e s t i o n s  w h i c h  a r e  c o m m o n  t o  a l l  4  q u e s t i o n n a i r e s  h a v e  g o o d  o r  s a t i s f a c t o r y  
s c o r e s  t h r o u g h o u t .  A u t h o r i t y  A  i s  a t  t h e  t o p  o f  t h e  l i s t  i n  3  o f  t h e  8 c a s e s  a n d  a u t h o r i t y  B  i n  
4 .  A u t h o r i t y  B  h a s  t h e  l o w e s t  s c o r e  i n  o n e  c a s e .  A u t h o r i t y  C  i s  a t  t h e  t o p  o f  t h e  l i s t  i n  o n e  c a s e  
a n d  h a s  t h e  l o w e s t  s c o r e  i n  4 .  A u t h o r i t y  D  h a s  t h e  l o w e s t  s c o r e  i n  t h e  o t h e r  3 .
H e a d t e a c h e r s  h a v e  g i v e n  a d v i s e r s  g o o d  s c o r e s  i n  2 5 %  o f  c a s e s  a n d  t e a c h e r s  i n  2 2 % .  
T w e n t y  f i v e  p e r  c e n t  o f  t h e  h e a d t e a c h e r s ’  s c o r e s  f o r  a d v i s o r y  t e a c h e r s  w e r e  g o o d  c o m p a r e d  
w i t h  6 2 %  i n  t h e  c a s e  o f  t e a c h e r s .
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Comments in questionnaires 
H e a d t e a c h e r s  a n d  t e a c h e r s  w e r e  g i v e n  t h e  o p p o r t u n i t y  t o  c o m m e n t  i n  t h e  q u e s t i o n n a i r e s  a n d  
1 9  o f  t h e  c o m m e n t s  m a d e  r e l a t e d  t o  i n - s e r v i c e  p r o v i s i o n .  
T h e r e  w e r e  5  p o s i t i v e  c o m m e n t s  m a d e  a b o u t  i n - s e r v i c e  p r o v i s i o n .  T h e  f o l l o w i n g  a r e  
e x a m p l e s :
I have only worked in the borough for 2 years but I have been struck by the number and variety of courses 
and by the friendliness and support given by advisory teachers.
Primary school teacher, authority A
Where in-service courses are run they are of a high standard.
Primary school teacher, authority B
I have found the in-service courses run by advisers stimulating and valuable when planning work in 
school.
Primary school teacher, authority B 
T h e r e  w a s  o n l y  o n e  n e g a t i v e  c o m m e n t :
Many courses offered do not have appropriate content for teachers in the early years.
Nursery school teacher, authority D
T h r e e  t e a c h e r s  m a d e  c o m m e n t  s  w h i c h  w e r e  a  m i x t u r e  o f  p o s i t i v e  a n d  n e g a t i v e :
While I generally feel that courses are well thought out, sometimes those purporting to cover the needs 
of teachers from all phases are not particularly suited to the needs of the nursery school often being 
designed for a more formal timetable.
Nursery school teacher, authority D
Standard of INSET (in-service) courses is variable. Inevitably some advisers are better than others at 
establishing relationships with heads and teachers and they are therefore more effective.
Primary school teachers, authority C
Maths and music courses have been valuable. Special needs support service helpful. National Curricu­
lum assessment course was very little help and extremely patronising.
Primary school teacher, authority D
T h r e e  c o m m e n t s  w e r e  m a d e  a b o u t  t h e  m e t h o d s  u s e d  o n  c o u r s e s :
Sometimes in in-service their own ‘classroom’ practice doesn ’ t coincide with the ideals of the classroom. 
Primary school teacher, authority A
Much concern that advisers rely too heavily on teachers’ own experience. Many teachers feel bewildered 
at the current rate o f change and are looking for a strong lead. I f advisers rely on teachers’ own 
experience, teachers feel ‘ let down’ , pointless attending the course etc.
Primary school teachers, authority B
Over emphasis on teachers helping themselves/each other on their courses. ^
Primary school teacher, authority C
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There w ere 3 com m ents on course content:
I have attended a number of worthwhile courses but found it particularly helpful when advisers have 
brought in an ‘expert’ who has given practical demonstration, sometimes involving children. Equally 
a number of courses have been unhelpful. In one case documents which teachers had received prior to 
the course were simply read out More recently I was among a group ranging from nursery to secondary 
teachers. This meant that the information given was either spread too thin or in some cases not 
appropriate. When attending a course I like to take away something practical to share with fellow staff. 
Sadly the provision of original, usable ideas has not always been the outcome.
Primary school teacher, authority A
Teachers’ time is precious - courses should be well planned and of value or it is just time wasted. 
Primary school teacher, authority B
Course work has not been so effective. Perhaps this is because of the wide range of teacher experience 
and expertise on courses, which makes for problems of relevance of content. Could this be improved by 
more details published about courses, so that teachers are in a better position to make choices when 
making application for courses?
Primary school teacher, authority B
O n e  t e a c h e r  c o m m e n t e d  o n  t i m i n g :
I have found the courses I have attended very useful but twilight courses very difficult to attend and would 
take more advantage o f what is on offer if it were at a more manageable time.
Primary school teacher, authority A
A n o t h e r  t e a c h e r  c o m m e n t e d  o n  t h e  e f f e c t  o f  t h e  f i n a n c i a l  l i m i t s  o n  c o u r s e s :
The financial restraints on schools to be able to use all of the courses staff would wish to attend does limit 
the effectiveness however well the courses are planned.
Primary school teachers, authority D
Evidence from interviews
N i n e t y  e i g h t  p o i n t s  a l t o g e t h e r  w e r e  m a d e  a b o u t  i n - s e r v i c e  p r o v i s i o n  i n  t h e  c o u r s e  o f  t h e  
i n t e r v i e w s .  F o r t y  f o u r  o f  t h e s e  c a m e  f r o m  a u t h o r i t y  A ,  1 7  f r o m  a u t h o r i t y  B ,  1 3  f r o m  a u t h o r i t y  
C  a n d  2 4  f r o m  a u t h o r i t y  D .  
T e n  o f  t h e  p o i n t s  m a d e  w e r e  p o s i t i v e  s t a t e m e n t s  a b o u t  i n - s e r v i c e  p r o v i s i o n  i n  t h e  
a u t h o r i t y .  T h r e e  e a c h  c a m e  f r o m  a u t h o r i t i e s  A ,  B  a n d  D  a n d  n o n e  f r o m  a u t h o r i t y  C .  T h e  
f o l l o w i n g  a r e  e x a m p l e s :
It seems to me a fairly reasonable spread of in-service at different levels for various staff. I mean, I feel 
it’s a fairly comprehensive provision.
Secondary school headteacher, authority A
On the whole I ’m quite happy with the INSET I’ve been on and I think most of my staff haven’t come 
back and complained they’ve been on a poor one recently.
Primary school headteacher, authority B
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I think there’s clear evidence that there’ s been an excellent programme this year. In some ways I think 
it’s improved every year. But it’s actually reactive and someone’s taken the trouble to look at things like 
the school development plans and to look at what issues are coming into schools and react to that very 
positively. I mean we actually heavily subsidise our INSET programme and the INSET budget which 
is given to us and I think that says enough, doesn’t it?
Secondary school headteacher, authority D
I n  2  a u t h o r i t i e s ,  A  a n d  D ,  t e a c h e r s  a n d  h e a d t e a c h e r s  m a d e  s o m e  n e g a t i v e  p o i n t s .  T h r e e  
o f  t h e s e  c a m e  f r o m  a u t h o r i t y  A  a n d  o n e  f r o m  a u t h o r i t y  D .
We had an actual school closure and it was technology.... Although we were involved with part of the 
agenda my staff came away feeling it was a complete waste of time. We were dissatisfied with the way 
the INSET day was conducted in that it was trying to achieve far too much and whereas part of the day 
the staff felt encouraged on technology, by the end of the day you felt utterly fazed and it had a knock 
on effect on my staffs attitude to technology in this school.
Primary school headteacher, authority A
I get so frustrated and I know members of staff do when they do go on courses which are abysmal, because 
now they’re increasingly expensive. Our TGS (Training Grant Scheme) allocation is not generous and 
we’re a small school. We have difficulty providing supply cover if we have to go into that and do attend 
a course that’s not been well organised. They don’t present any new ideas.
Primary school headteacher, authority D
F i v e  p e o p l e  m a d e  m i x e d  p o i n t s  o r  p o i n t s  a b o u t  t h e  p r o b l e m s  i n v o l v e d .  T h r e e  o f  t h e s e  
c a m e  f r o m  a u t h o r i t y  A ,  2  f r o m  a u t h o r i t y  B  a n d  o n e  e a c h  f r o m  a u t h o r i t i e s  C  a n d  D .  T h e  
f o l l o w i n g  a r e  e x a m p l e s :
It’s quite difficult this in-service because schools are different (in their) styles of their development, 
aren’t they? At one school I ’d need a particular input in certain areas. In another maybe ahead of that. 
I f you’re looking at in-service across the authority to actually hit it right is virtually impossible, I would 
have said.
Primary headteacher, authority A
It’s patchy. It’s also patchy whether or not people get c h i it. Some of it’ s very good and some of it’s very 
poor. It may be that people going on the course and what they perceive the course to be about isn’ t actually 
what they got when they arrived, so it may be their perception that is the trouble. Or the description 
doesn’t match what is actually given.
Primary school headteacher, authority B
T h e r e  w e r e  1 5  c o m m e n t s  o n  c o n t e n t  a n d  m e t h o d .  E i g h t  o f  t h e s e  c a m e  f r o m  a u t h o r i t y  
A ,  3  f r o m  a u t h o r i t y  b  a n d  2  e a c h  f r o m  a u t h o r i t i e s  C  a n d  D .  T h e  f o l l o w i n g  a r e  e x a m p l e s :
The success of an in-service day depends on how you set your agenda and set the pace for that day and 
also how clear your objective is.
Primary school headteacher, authority A
There’s a whole generation o f courses we should be talking about - courses on budgeting which we all 
went through on management of schools, courses on timetabling. These are the courses that staff 
identified after appraisal. Can’ t be just senior management. Also curriculum courses.
Secondary school headteacher, authority B
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I think there’s a general improvement, because I think (there is more) instruction in courses and greater 
input from advisory staff,... but also, before.this development, my staff were feeling that they were very 
much left on their own resources again. They were going on courses, taking up the time and arriving there 
to questions like ‘Now what would you like to do?’ or ‘What do you think about such and such a thing?’ 
so they were drawing from what they were doing rather than being given something and now I think they 
feel they are being supported and being given that help.
Primary school headteacher, authority B
In fact every single member of the humanities department who went to meetings has found them not 
useful. They felt they’d prepared nothing and expected the teachers to do all the work and then they’d 
circulate the results, but... it didn’t seem to us what we were wanting.
Secondary school headteacher, authority C
For our closure day in March we went to Bedford museum, all of us and the nursery nurse. It was a 
structured programme in the morning. We actually found out that there were Anglo-Saxons in our 
vicinity. We were all learning together so it puts us in a learning situation and handling artefacts and 
trying to guess, like the children... I ’ll go in the red for that, because I think it’s so valuable and it’s the 
follow up and the coming back that we had the shared experience.
Primary school headteacher, authority D
T h e r e  w e r e  s o m e  5 0  c o m m e n t s  a b o u t  o r g a n i s a t i o n .  S o m e  o f  t h e s e  p o i n t s  w e r e  a b o u t  t h e  
a u t h o r i t y ’ s  o r g a n i s a t i o n  a n d  c a m e  f r o m  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .  C h i e f  a d v i s e r s  g a v e  
a n  o u t l i n e  o f  s o m e  a s p e c t s  o f  w h a t  w a s  h a p p e n i n g  i n  t h e i r  a u t h o r i t i e s  b y  w a y  o f  i n - s e r v i c e  
p r o v i s i o n .
We have about 3000,3500 hundred applications each term for LEA courses and we can usually accept 
about 2000, something like that. So that is about 6000, so that is one course a term for every teacher in 
the authority.
Chief adviser, authority B
INSET is tending to move to what schools are asking for. We are getting custom made courses.
Chief Adviser, authority C
From September all of, almost all the advisory service funds will be delegated to schools and they’re now 
buying back our services in a variety of ways. The INSET portfolio is over-subscribed. Eighty seven per 
cent of the courses offered are running, many of them more than once, which is the highest we’ve ever 
had.
Principal adviser, authority D
S o m e  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  s p o k e  o f  t h e i r  r e a c t i o n s  t o  t h e  c h a n g e s  w h i c h  w e r e  
h a p p e n i n g :
We’re left with sort of crystal ball gazing to try to gauge what’s going to be needed perhaps fifteen months 
hence and I ’ve found that very difficult.... I ’m still finding an element that needs to be responsive.... 
We haven’t left ourselves enough space to be responsive to those things that emerge were unforeseen 
at the time.
Inspector, authority A
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And in a way in-service training has changed radically in the last 3 or 4 years - its purpose, the nature, 
the way it’s structured, why people participate in it. TTie National Curriculum has made us put a focus 
on it so in a sense the way that (we) are involved in in-service is influenced very much because part of 
(our) responsibility is to ensure that the National Curriculum is in place. So I think it’s inevitable that 
in-service will have to have changed and perhaps people’s attitudes as well because the relevance of the 
in-service. S ometimes it’s linked with outcomes from inspection and people see that that ’ s a relevant and 
significant link.
Inspector, authority A
The rationale on which I ’ve been offering courses is very hitand miss. There’s no means of finding out, 
for me; there’s no body of information I can draw on to identify what schools’ top priorities might be. 
Advisory teacher, authority C
Somebody asked me for a half a day workshop. They only want half a day on differentiation. Now that 
planning and research for that has taken all o f half term week plus. I don’t know how much after that. 
Eight days it would cost them of my time for half a day so I think to be able to cost out a complete package 
in a realistic way.
Advisory teacher, authority A
Q How are school based things going. I mean, do you think that’s a good move. And how happy are you
with the ones you’re doing that are school based?
M I ’m doing the same stuff over and over again. They ’re not asking for very exciting things. It’ s really basic
stuff like spelling and information retrieval which I think I ’ve done about 20 times now.
D Well at least you get your hands on some of the staff rather than individuals coming to twilight sessions.
We all know what happens. Nothing happens when they go back to school because nobody else was there.
K Actually that’s one of the things I have found myself for the first time doing school focussed or
departmental focussed INSET is that I ’m now realising that much of the work I had done with heads of 
department outside has not been cascaded back at all and we’re now identifying the problems in schools 
and being able to match INSET to those needs.
Advisory teachers, authority A
T h e r e  w a s  a  g o o d  d e a l  o f  e v i d e n c e  f r o m  h e a d t e a c h e r s  a n d  t e a c h e r s  t h a t  t h e y  w e r e  
m o v i n g  t o w a r d s  a  s i t u a t i o n  w h e r e  t h e  i n d i v i d u a l  s c h o o l  a n d  g r o u p s  o f  s c h o o l s  c a l l e d  t h e  t u n e .
Nearly all our INSET now, we’re planning it and we’re delivering it. Help was requested and it’s not been 
very good but it’s at our initiative rather than the authority’s.
Secondary school headteacher, authority A
I like the way of us buying in what we want. I love the idea of being given the money and being able to 
decide. I know lot of it is DFE (Department for Education) money but instead of having it centrally based 
and we apply for it, it’s given out and we can decide how we want to use it. I think it’s great The fact 
that we’re buying days of advisory staff instead of their having huge courses, we actually buy in their 
support more, which means we can choose which one we want for INSET which is vital to the school 
at the time and telling them what is happening in the school development plan.
Junior school headteacher, authority A
We’re all into appraisal - what happens at the end of appraisal to the teacher being appraised? We don’t 
have money there to reward colleagues. We can reward them by identifying courses put on by the 
advisory service. That’s why the in-service programme should be at the school end, consumer-led, rather 
than devised by the advisory service.
Secondary school headteacher, authority B
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Increasingly with delegation, we’ re doing more and more of our own in-service in school. And that’s 
interesting, that in-service is usually led by ourselves, not by somebody else. It’s felt that the expertise 
exists and what is required is time.
Secondary school headteacher, authority B
I am sad that we no longer have as many centrally organised courses. I ’d temper that by saying that if 
there were a number now, I would not be able to afford them.... I think there was some mileage to be 
had in joining together with staff from other schools, with teachers from other schools and sharing 
experiences and concerns and having a speaker, having discussion groups, on a subject you’d opted to 
goto.
Primary school headteacher, authority C
T h e r e  w e r e  s o m e  e x p r e s s i o n s  o f  c o n c e r n  a b o u t  t h e  c o s t  o f  c o u r s e s  i n  t h e  a u t h o r i t i e s  t h a t  
h a d  a l r e a d y  d e l e g a t e d  t h e  m o n e y  t o  s c h o o l s :
I ’m just thinking about how teachers tend not to want to go to a course and if  you’re looking at it in 
financial terms I think a day out would cost £140. It’s a lot of money to have in your hand to go and buy 
a bit more material to excite and stimulate the teachers in the classroom. It’s a lot of money.
Primary school headteacher, authority C
T h e r e  w a s  a l s o  s o m e  d i s c u s s i o n  a b o u t  t h e  v a l u e  o f  t w i l i g h t  c o u r s e s .
I f  you’ve had a hard day and you’re going to a meeting at half past four, if it goes on till six you don’t 
notice the time if what you’re getting is right and makes you excited.
Primary school headteacher, authority C
We’re still delivering twilight IT (information.technology). People are still coming. Recently we ran just 
a 3 session twilight which was an introduction to a new type of computer aid for primary schools.... We’ re 
repeating it now and we’ll repeat it again after the holidays.
Advisory teacher, authority A
Q u e s t i o n s  w e r e  a s k e d  a b o u t  e v a l u a t i o n  i n  s e v e r a l  o f  t h e  i n t e r v i e w s .  T h e r e  w e r e  2  
c o m m e n t s  m a d e  i n  a u t h o r i t y  A ,  o n e  i n  a u t h o r i t y  B ,  n o n e  i n  a u t h o r i t y  C  a n d  5  i n  a u t h o r i t y  D .
We’ve undertaken inspections or surveys to look at the effect of training in the classroom in a very limited 
field and we’re doing a round on the Language in the National Curriculum Project. But inspectors do, 
as part of their programmes of inspection, try to identify what’s been dealt with in training and support 
as reflected in the classroom and it’s something they always look at in inspections.
Chief inspector, authority A
Nowadays there’s an evaluation, an evaluation sheet that the staff can fill in which allows staff to feel 
free to express - a recent case when staff attended the National Curriculum assessment which the borough 
now recognise and we as heads in the authority were most dissatisfied with. The fact that staff could feel 
free to write what they thought actually got the message through to the authority and it is now obvious 
in their planning for the next set o f INSET on National Curriculum assessment 
Primary school headteacher, authority A
We’ve occasionally done it by overall questionnaire. We occasionally, about every two years, send out 
a questionnaire inviting comments, views in general terms. Members of the professional committee 
through the NAHT (National Association of Headteachers)are sending out a questionnaire at the moment 
to schools saying 'What do you think about the authority’s INSET?’
Chief adviser, authority B
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In the long term training we’ve been doing for the four plus initiative, we have linked our visits to the 
units. One of the things we actually specifically look for is evidence of the effectiveness of in-service 
in practice, in what we see on the walls, in the teachers' planning and that sort of thing. We’re consciously 
looking for that and if it’s not there then the question is why not. Was the delivery not good? Was the 
subject not right?’
Adviser, authority D
It’s very difficult finding time for that sort of long term evaluation though. I ’ve been trying since 
Christmas to get into the schools where we had a coordinator on the 20 day maths course in the last school 
year because we had some very, very positive feedback at the end of the course but I want to look now 
at their school twelve months on and I keep writing it into my diary and go to telephone some of these 
schools but because other things keep moving forward, it’s getting knocked further and further back. 
Adviser, authority D
Summary
Findings in relation to the question asked
1  S c o r e s  w e r e  h i g h e r  f o r  i n - s e r v i c e  e d u c a t i o n  t h a n  t h o s e  f o r  a d v i c e  a n d  s u p p o r t  w h e r e  
t h e r e  w e r e  5 0  s c o r e s  b e l o w  2 . 0 0  ( 2 7 % ) .  I n - s e r v i c e  e d u c a t i o n  h a d  o n l y  3  s c o r e s  b e l o w
2 . 0 0  , ( 2 % ) .  A l l  t h e  a v e r a g e  s c o r e s  e x c e p t  o n e  w e r e  h i g h e r  f o r  i n - s e r v i c e  e d u c a t i o n  t h a n  
f o r  a d v i c e  a n d  s u p p o r t .
2  T h e r e  w a s  n o t  a  g r e a t  d e a l  o f  d i f f e r e n c e  b e t w e e n  s c o r e s  f o r  a n y  o f  t h e  4  g r o u p s  o f  
h e a d t e a c h e r s ’  a n d  t e a c h e r s ’  v i e w s  o f  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .  A u t h o r i t y  A  h a d  
g o o d  o r  s a t i s f a c t o r y  s c o r e s  t h r o u g h o u t .  A u t h o r i t y  B  h a d  g o o d  s c o r e s  f o r  v i e w s  o f  
a d v i s o r y  t e a c h e r s  f r o m  b o t h  h e a d t e a c h e r s  a n d  t e a c h e r s  i n  e v e r y  c a s e  b u t  o n e  a n d  t h e s e  
w e r e  b e t t e r  t h a n  t h o s e  f o r  t h e i r  v i e w s  o f  a d v i s e r s .  A u t h o r i t y  C  h a d  s c o r e d  l e a s t  w e l l  
c o m p a r e d  w i t h  o t h e r  a u t h o r i t i e s  o n  t e a c h e r s ’  v i e w s  o f  a d v i s o r y  t e a c h e r s  b u t  a l l  t h e  
s c o r e s  w e r e  s a t i s f a c t o r y .  A u t h o r i t y  D  h a d  b e t t e r  s c o r e s  f o r  a d v i s e r s  t h a n  i n s p e c t o r s  a s  
w a s  t o  b e  e x p e c t e d  b u t  t h e  s c o r e s  f o r  b o t h  w e r e  g o o d  o r  s a t i s f a c t o r y  e x c e p t  f o r  o n e  p o o r  
s c o r e  f r o m  i n s p e c t o r s .
3  T h e r e  w e r e  o n l y  t w o  i t e m s  w h i c h  w e r e  c o m m o n  t o  a l l  t h e  q u e s t i o n n a i r e s .  T h e  s c o r e s  
f o r  t h e s e  r a n g e d  f r o m  2 . 0 9  t o  2 . 7 0  a n d  n o  g r o u p  o r  a u t h o r i t y  s t o o d  o u t  a s  b e i n g  
s u b s t a n t i a l l y  d i f f e r e n t  f r o m  t h e  o t h e r s .  ‘ P r o v i d i n g  e f f e c t i v e  i n - s e r v i c e  c o u r s e s ’  h a d  4  
s c o r e s  o f  2 . 5 0  o r  o v e r  a n d  ‘ P l a n n i n g  a n d  o r g a n i s i n g  c o u r s e s  e f f e c t i v e l y ’  h a d  6 s u c h  
s c o r e s .
4  ‘ P r o v i d e  i n s i g h t s ’  h a d  2  g o o d  s c o r e s .  ‘ M a k e  t e a c h e r s  t h i n k ’  h a d  7  s u c h  s c o r e s  a s  d i d  
‘ U s e  t e a c h e r s ’  o w n  e x p e r i e n c e  i n  i n - s e r v i c e  w o r k ’ .  ‘ P r o v i d e  u s a b l e  i d e a s '  h a d  6 g o o d
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s c o r e s ,  ‘ C r e a t e  e n t h u s i a s m ’  h a d  3 ,  ‘ S t i m u l a t e  t e a c h e r s ’  h a d  3 ,  ‘ W o r k  i n  a p p r o p r i a t e  
w a y s  f o r  t h e  t a s k  i n  h a n d ’  h a d  2 ,  ‘ W o r k  i n  w a y s  t h e y  a r e  s u g g e s t i n g  t o  t e a c h e r s ’  h a d  
o n e ,  ‘ S u p p o r t i n g  a n d  h e l p i n g  s t a f f  d e v e l o p m e n t  p r o g r a m m e s ’  h a d  n o n e  a n d  ‘ H e l p i n g  
t h e  s c h o o l  t o  d e v e l o p  i t s  p l a n  f o r  a p p r a i s a l ’  h a d  2 .
Other findings
1 T h e  v i e w s  o f  h e a d t e a c h e r s  a n d  t e a c h e r s  s t r e s s e d  t h e  g r o w i n g  i m p o r t a n c e  o f  t h e  i n v o l v e ­
m e n t  o f  s c h o o l s  i n  i d e n t i f y i n g  t h e i r  o w n  i n - s e r v i c e  n e e d s .  C o m m e n t s  r e f l e c t e d  a  s y s t e m  
i n  a  s t a t e  o f  c h a n g e  f r o m  a  s i t u a t i o n  w h e r e  c o u r s e s  w e r e  m a i n l y  s o m e t h i n g  p r o v i d e d  
c e n t r a l l y  f r e e  o f  c h a r g e  t o  t e a c h e r s  w h o  d e c i d e d  w h e t h e r  o r  n o t  t o  g o  t o  t h e m  t o  o n e  i n  
w h i c h  s c h o o l s  w e r e  m o r e  i n  c h a r g e  o f  w h a t  w a s  h a p p e n i n g ,  p r o v i d e d  a  g o o d  d e a l  o f  
t h e i r  o w n  i n - s e r v i c e  t r a i n i n g  a n d  h a d  t h e  m o n e y  t o  d e c i d e  w h a t  t h e y  w a n t e d  t o  b u y  b y  
w a y  o f  t r a i n i n g  f o r  t h e i r  s t a f f s .  H e a d t e a c h e r s  a n d  t e a c h e r s  w e r e  g e n e r a l l y  h a p p y  w i t h  
t h i s  c h a n g e  b u t  c o n c e r n e d  t h a t  t h e  m o n e y  w a s  l i m i t e d .
2  A  n u m b e r  o f  t h e  c o m m e n t s  o n  t h e  q u e s t i o n n a i r e s  a n d  i n  t h e  i n t e r v i e w s  s u g g e s t e d  t h a t  
t e a c h e r s  w e r e  l o o k i n g  f o r  a  l e a d  f r o m  t h e  a d v i s o r y  s e r v i c e  a n d  n o t  a l w a y s  g e t t i n g  i t .  
T h i s  i s  s u g g e s t e d  b y  c o m m e n t s  l i k e  ‘ T h e y  d o n ’ t  p r e s e n t  a n y  n e w  i d e a s ’  a n d  ‘ O v e r  
e m p h a s i s  o n  t e a c h e r s  h e l p i n g  t h e m s e l v e s / e a c h  o t h e r  o n  c o u r s e s . ’
3  T h e  r a n g e  o f  e v a l u a t i o n  t e c h n i q u e s  w a s  l i m i t e d .  A l l  4  a u t h o r i t i e s  u s e d  q u e s t i o n n a i r e s  
t o  e v a l u a t e  a t  t h e  e n d  o f  c o u r s e s  a n d  t h e r e  w a s  s o m e  e v i d e n c e  f r o m  c o m m e n t s  t h a t  t h i s  
a f f e c t e d  w h a t  h a p p e n e d .  T h e r e  w e r e  o t h e r  t e c h n i q u e s  u s e d ,  s u c h  a s  o b s e r v i n g  w h a t  h a d  
h a p p e n e d  i n  c l a s s r o o m s ,  b u t  t h i s  d i d  n o t  s e e m  t o  b e  w i d e s p r e a d .
228
11 EDUCATIONAL PHILOSOPHY AND 
APPROACHES
Introduction
A d v i s e r s  n e e d  t o  h a v e  a  c l e a r  e d u c a t i o n a l  p h i l o s o p h y  i f  t h e y  a r e  t o  m a k e  j u d g e m e n t s  a b o u t  
e d u c a t i o n a l  p r a c t i c e .  T h e r e  i s  a  p r o b l e m  a b o u t  t h i s ,  h o w e v e r ,  b e c a u s e  t h e y  a r e  o f t e n  i n  t h e  
p o s i t i o n  o f  m a k i n g  j u d g e m e n t s  a b o u t  t h e  w o r k  o f  t e a c h e r s  w h o s e  p h i l o s o p h y  d i f f e r s  f r o m  
t h e i r s  a n d  t h i s  m e a n s  t h e y  h a v e  t o  b e  a b l e  t o  s e e  f r o m  a  d i f f e r e n t  p o i n t  o f  v i e w .
Relevant literature
A f t e r  t h e  p u b l i c a t i o n  o f  t h e  E d u c a t i o n  R e f o r m  A c t  i n  1 9 8 8 ,  a d v i s o r y  t e a m s  i n  m a n y  
a u t h o r i t i e s  s p e n t  t i m e  d e f i n i n g  t h e i r  p u r p o s e  a n d  o b j e c t i v e s .  T h e s e  w e r e  r e c o r d e d  i n  a  v a r i e t y  
o f  p a p e r s  s u c h  a s  t h o s e  p r o d u c e d  b y  t h e  4  a u t h o r i t i e s  i n  t h e  p r e s e n t  s t u d y .  F o r  e x a m p l e ,  
W e b s t e r  ( 1 9 8 9 ,  p . 4 7 1 ) ,  w r i t i n g  o f  t h e  s e r v i c e  i n  T a m e s i d e ,  s p o k e  o f  i d e n t i f y i n g  ‘ a  s e r i e s  o f  
k e y  f u n c t i o n s  o f  t h e  a d v i s o r y  s e r v i c e ’ .  W i l k i n s  ( 1 9 8 9 )  w r o t e  o f  t h e  p a r t n e r s h i p  w i t h  s c h o o l s  
w h i c h  N o t t i n g h a m s h i r e  w e r e  d e v e l o p i n g  a s  p a r t  o f  t h e i r  i n s p e c t i o n  p r o c e s s .  A d v i s o r y  t e a m s  
a p p e a r e d  t o  f e e l  a  n e e d  t o  s t a t e  t h e i r  o v e r a l l  p h i l o s o p h y  a n d  t h e  k i n d s  o f  a p p r o a c h e s  t h e y  
w o u l d  p u r s u e .
H a r d c a s t l e  ( 1 9 8 8 ,  p . 2 0 5 )  w r o t e  o f  m e n t o r s h i p s  i n  t h e  S t a t e s ,  a  r o l e  s o m e w h a t  s i m i l a r  
t o  t h a t  o f  a d v i s o r y  t e a c h e r s ,  l o o k i n g  a t  i t  f r o m  t h e  p o i n t  o f  v i e w  o f  t h o s e  r e c e i v i n g  m e n t o r i n g .  
O n e  s u c h  t e a c h e r  s p o k e  o f  t h e  m e n t o r ’ s  i d e a l s ,  i d e a s ,  c o m m i t m e n t  -  ‘ m o t i v a t i n g  m e  t o  t h i n k ,  
r e - e v a l u a t e  e v e r y t h i n g ’  a n d  ‘ h i s  b e l i e f  i n  o t h e r  p e o p l e  -  m e ’  w h i c h  s u g g e s t e d  t h a t  t h e  
p h i l o s o p h y  o f  t h e  m e n t o r  w a s  i m p o r t a n t .  T h e  s p e a k e r  a l s o  n o t e d  t h a t  t h e  m e n t o r  h a d  a  
d i r e c t i o n .
D e a n  ( 1 9 7 5 b ,  p .  1 2 )  w r o t e  o f  t h e  i m p o r t a n c e  o f  t h e  a d v i s e r  h a v i n g  a  t h o u g h t  o u t  
p h i l o s o p h y :
The first thing an LEA adviser needs is a personally thought out philosophy of education against which 
he (sic) can measure changes and developments. ...His philosophy must be more than a collection of 
prejudices; more than a collection of examples of good practice. He must have a clear idea of what the 
ends of education might be and be aware that there are many ways of achieving them. This involves a 
good deal of conscious effort on his part. He needs not only to get his basic thinking clear. He also needs 
to study and evaluate new developments in the light of it. Only then will he have a frame o f reference 
against which to consider particular problems.
B e a r e  et al ( 1 9 8 9 ,  p .  1 0 0 )  s t r e s s e d  t h e  i m p o r t a n c e  o f  v i s i o n  i n  a  l e a d e r .  A l t h o u g h  t h i s  
d e s c r i b e d  h e a d t e a c h e r s  i t  c o u l d  a l s o  b e  a p p l i e d  t o  t h e  w o r k  o f  a d v i s e r s :
229
Outstanding leaders have a vision for their schools - a mental picture of a preferred future - which is 
shared with all in the school community and which shapes the programme for learning and teaching as 
well as policies, priorities, plans and procedures pervading the day-to-day life of the school.
G u t h r i e  ( 1 9 9 1 , p .  1 5 9 )  w r o t e  o f  v i s i o n  w h i c h  h e  d e f i n e d  a s  ‘ a s s i s t i n g  a l l  p a r t s  o f  a n  o r g a n i s a ­
t i o n  i n  a c q u i r i n g  a  s e n s e  o f  p u r p o s e . ’  H e  s u g g e s t e d  t h a t  e f f e c t i v e  l e a d e r s :
Possess a vision of what the organisation with which they are connected could be like;
Know how to motivate and inspire those with whom they work;
Understand the major operational levers which can be employed to control or change an organisation’s 
course;
Are instensely sensitive to and continually reflect upon the interaction of the external environmental 
conditions and internal organisational dynamics;
Understand the fundamental components of strategic thinking that can be used to guide or alter an 
organsiation;
Comprehend the symbolic significance involved in representing their organisation to the outside world.
L e a r m o u t h  ( 1 9 8 9 ,  p . 2 0 )  s u g g e s t e d  t h a t  p e o p l e  i n  e d u c a t i o n  s h o u l d  ‘ d e v e l o p  a  f a r  m o r e  
c l e a r  a n d  o p e n  s y s t e m  w i t h  p e o p l e  i n  n o n - p r o f e s s i o n a l  g r o u p s .  ’  H e  b e l i e v e d  t h a t  t h i s  i n v o l v e d  
‘ l i s t e n i n g  m o r e  c l o s e l y  t o  e x p r e s s e d  n e e d s ,  s u g g e s t i o n s ,  a n x i e t i e s ,  c o m p l i m e n t s  o r  c o m ­
p l a i n t s ’ .
The situation in the four authorities
A l l  4  o f  t h e  a u t h o r i t i e s  h a d  s e t  o u t  s t a t e m e n t s  o f  t h e i r  a i m s  b u t  t h e r e  w a s  o n l y  l i m i t e d  e v i d e n c e  
t h a t  t h e s e  h a d  b e e n  s h a r e d  w i t h  h e a d t e a c h e r s  a n d  t e a c h e r s .
A u t h o r i t y  A  p r o d u c e d  a n  a n n u a l  s t a t e m e n t  o f  a i m s  a n d  o b j e c t i v e s  a n d  s u c c e s s  c r i t e r i a .  
T h e y  h a d  a l s o  p r o d u c e d  p o l i c y  s t a t e m e n t s  o n  d i f f e r e n t  a s p e c t s  o f  t h e i r  w o r k  i n c l u d i n g  
i n s p e c t i o n .  T h e s e  w e r e  s u p p o r t e d  w i t h  a  n u m b e r  o f  d o c u m e n t s  w h i c h  w e r e  a v a i l a b l e  t o  
s c h o o l s .
A u t h o r i t y  B  h a d  a  c e n t r a l  s t a t e m e n t  w h i c h  s e t  o u t  t h e i r  a i m s  a n d  o b j e c t i v e s  a n d  h a d  b e e n  
p r e s e n t e d  t o  t h e  E d u c a t i o n  C o m m i t t e e  a n d  w a s  o p e n  t o  p u b l i c  i n s p e c t i o n .  H e a d t e a c h e r s  
d e m o n s t r a t e d  i n  d i s c u s s i o n  t h a t  t h e y  h a d  s e e n  t h i s  s t a t e m e n t .  T h i s  a u t h o r i t y  a l s o  h a d  a  v e r y  
f u l l  c o m p u t e r  p r o g r a m m e  r e c o r d i n g  a d v i s e r s ’  v i s i t  t o  s c h o o l s .  T h e  a r r a n g e m e n t s  f o r  t h i s  h a d  
n o t  b e e n  s h a r e d  w i t h  h e a d t e a c h e r s  a n d  t h e r e  w a s  s o m e  s u s p i c i o n  a b o u t  w h a t  w a s  b e i n g  
r e c o r d e d .
A u t h o r i t y  C  h a d  s t a t e m e n t s  a b o u t  i n s p e c t i o n  w h i c h  h a d  b e e n  i n t r o d u c e d  a s  a  n e w  
a c t i v i t y  i n  1 9 9 1 .  T h e s e  w e r e  s t a t e m e n t s  t o  t h e  E d u c a t i o n  C o m m i t t e e  a n d  o p e n  t o  t h e  p u b l i c .
A u t h o r i t y  D  h a d  a  v e r y  f u l l  s t a t e m e n t  a b o u t  t h e  r o l e  a n d  f u n c t i o n  o f  t h e i r  s e r v i c e  
s u p p o r t e d  b y  d e v e l o p m e n t  p l a n s  a n d  s t a t e m e n t s  a b o u t  i n s p e c t i o n  w h i c h  w e r e  s h a r e d  w i t h  t h e  
s c h o o l s .
230
T h e r e  w a s  a  t e n d e n c y  f o r  t h e s e  s t a t e m e n t s  t o  r e f e r  t o  a d v i s e r s  a n d  i n s p e c t o r s  r a t h e r  t h a n  
a d v i s o i y  t e a c h e r s .  T h e r e  w e r e  f e w  s t a t e m e n t s  a b o u t  t h i s  g r o u p  e x c e p t  i n  a u t h o r i t y  A  w h e r e  
t h e r e  h a d  b e e n  a  r e c e n t  r e p o r t  w h i c h  l o o k e d  a t  h o w  t h i s  p a r t  o f  t h e  s e r v i c e  m i g h t  d e v e l o p .
The questionnaire survey
T h i s  c h a p t e r  a d d r e s s e s  t w o  q u e s t i o n s :
1  H o w  d o  h e a d t e a c h e r s  a n d  t e a c h e r s  v i e w  t h e  e d u c a t i o n a l  p h i l o s o p h y  a n d  a p p r o a c h e s  o f  
a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s ?  A r e  t h e y  a w a r e  o f  t h e  e d u c a t i o n a l  p h i l o s o p h y  
o f  t h e s e  g r o u p s ?
3  I s  t h e r e  a  r e l a t i o n s h i p  b e t w e e n  t h e s e  v i e w s  a n d  t h o s e  h e l d  o f  t h e  w o r k  o f  a d v i s e r s ,  
i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  i n  t h e  k e y  a r e a s  o f  i n s p e c t i o n ,  a d v i c e  a n d  s u p p o r t  a n d  
i n - s e r v i c e  e d u c a t i o n ?
Headteachers'  views of the philosophy and approaches of advisers and inspectors 
H e a d t e a c h e r s  w e r e  a s k e d  6 q u e s t i o n s  i n  r e l a t i o n  t o  t h e i r  v i e w s  o f  t h e  p h i l o s o p h y  a n d  
a p p r o a c h e s  o f  a d v i s e r s  a n d  i n s p e c t o r s .  I n  e a c h  t h e y  w e r e  a s k e d  w h e t h e r  t h e y  a g r e e d ,  w e r e  
n e u t r a l  o r  d i s a g r e e d  w i t h  s t a t e m e n t s  a b o u t  t h e  a d v i s o r y  t e a m  i n  t h e i r  a u t h o r i t y .  I n  s o m e  w a y s  
t h e s e  w e r e  d i f f i c u l t  q u e s t i o n s  t o  a n s w e r  b e c a u s e  h e a d t e a c h e r s  h a d  t o  d e d u c e  t h e  t h i n k i n g  
b e h i n d  w h a t  a d v i s e r s  a n d  i n s p e c t o r s  s a i d  a n d  d i d .  T h e  i n t e r e s t i n g  t h i n g  i s  t h a t  i n  s p i t e  o f  t h i s  
d i f f i c u l t y  s c o r e s  i n  t h i s  s e c t i o n  w e r e  g e n e r a l l y  h i g h .  T w e n t y  s i x  ( 8 7 % )  o f  t h e  3 0  s c o r e s  w e r e  
a b o v e  2 . 5 0  a n d  n o  s c o r e  w a s  b e l o w  2 . 0 0 .  S c o r e s  a r e  s h o w n  i n  t h e  g r a p h s  o n  t h e  n e x t  p a g e  a n d  
t h e  f o l d  o u t  t a b l e  o n  p a g e  2 4 0  w h i c h  m a y  b e  r e a d  i n  c o n j u n c t i o n  w i t h  t h e  i n f o r m a t i o n  a b o u t  
t h e  p e r f o r m a n c e  o f  t h e  4  a u t h o r i t i e s .
A v e r a g e  s c o r e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 8 4
A u t h o r i t y  B  2 . 8 0
A u t h o r i t y  C  2 . 6 4
A u t h o r i t y  D  A d v i s e r s  2 . 4 8  I n s p e c t o r s  2 . 5 1
231
HEADTEACHERS' VIEWS OF PHILOSOPHY AND  
APPROACHES FROM ADVISERS AND INSPECTORS
Fig.ll.l
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A u t h o r i t y  A  h a d  t h e  h i g h e s t  a v e r a g e  s c o r e ,  t h e  h i g h e s t  s c o r e s  f o r  3  o f  t h e  6 i t e m s  a n d  
t h e  l o w e s t  f o r  n o n e .  A l l  t h e  s c o r e s  f r o m  a u t h o r i t y  A  w e r e  i n  t h e  ‘ g o o d ’  c a t e g o r y .  A u t h o r i t y  
B  h a d  t h e  h i g h e s t  f o r  o n e  i t e m  a n d  t h e  l o w e s t  f o r  n o n e  a n d  a g a i n  a l l  t h e  s c o r e s  w e r e  i n  t h e  
‘ g o o d ’  c a t e g o r y .  A u t h o r i t y  C  h a d  t w o  o f  t h e  h i g h e s t  s c o r e s  a n d  o n e  o f  t h e  l o w e s t  s c o r e s  a n d  
a l l  b u t  o n e  o f  t h e  s c o r e s  w e r e  g o o d .  A d v i s e r s  i n  a u t h o r i t y  D  h a d  n o n e  o f  t h e  h i g h e s t  a n d  4  o f  
t h e  l o w e s t  s c o r e s  w i t h  4  s c o r e s  w h i c h  w e r e  g o o d .  T h e  i n s p e c t o r s  i n  t h i s  a u t h o r i t y  h a d  2  o f  t h e  
l o w e s t  s c o r e s  a n d  n o n e  o f  t h e  h i g h e s t  s c o r e s  b u t  5  s c o r e s  o v e r  2 . 5 0 .
A u t h o r i t i e s  A  a n d  B  h a d  h i g h  s c o r e s  t h r o u g h o u t .  T h e  h i g h e s t  s c o r e  i n  a u t h o r i t y  A  w a s  
f o r  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  w h i c h  a t t r a c t e d  a  s c o r e  o f  2 . 9 3 .  A u t h o r i t y  B  h a d  
a n  e v e n  h i g h e r  s c o r e  f o r  t h i s  i t e m  -  2 . 9 6 .
A u t h o r i t y  C  h a d  h i g h  s c o r e s  f o r  ‘ R e s p e c t  t h e  v i e w s  o f  t e a c h e r s ’  ( 2 . 8 3 )  a n d  ‘ H a v e  r e g a r d  
f o r  t h e  n e e d s  o f  s c h o o l s ’  ( 2 . 8 6 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  
w i d e l y  k n o w n ’  ( 2 . 1 7 ) .
A u t h o r i t y  D ’ s  a d v i s e r s ’  h i g h e s t  s c o r e  w a s  f o r  ‘ E m p h a s i s e  t h e  c e n t r a l i t y  o f  p u p i l s  i n  t h e  
w o r k  o f  t h e  s c h o o l ’  ( 2 . 6 6 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  
k n o w n '  ( 2 . 0 8 ) .
I n s p e c t o r s  i n  a u t h o r i t y  D  h a d  t h e i r  h i g h e s t  s c o r e  f o r  ‘ E m p h a s i s e  t h e  c e n t r a l i t y  o f  p u p i l s  
i n  t h e  w o r k  o f  t h e  s c h o o l ’  ( 2 . 6 5 )  a n d  t h e i r  l o w e s t  s c o r e  w a s  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  
w i d e l y  k n o w n ’  f o r  w h i c h  t h e i r  s c o r e  w a s  ( 2 . 0 7 ) .  O n e  m i g h t  h a v e  e x p e c t e d  t h e  w o r k  o f  
i n s p e c t o r s  t o  a p p e a r  c l e a r e r  t o  h e a d t e a c h e r s  a n d  t e a c h e r s  t h a n  t h a t  o f  a d v i s e r s .
A u t h o r i t i e s  A  a n d  B  h a d  g o o d  s c o r e s  f o r  t h e  i t e m  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  
w i d e l y  k n o w n ’  b u t  a u t h o r i t i e s  C  a n d  D  h a d  s c o r e s  f o r  t h i s  i t e m  w h i c h  w e r e  n e a r  t h e  b o t t o m  
l e v e l  o f  t h e  *  s a t i s f a c t o r y  ’  c a t e g o i y .  A l l  t h e  s c o r e s  f o r  ‘ H a v e  c o n c e r n  f o r  p u p i l s  ’  a c h i e v e m e n t ’  
w e r e  a b o v e  2 . 5 0 .
Headteachers I views of the philosophy and approaches of advisory teachers 
H e a d t e a c h e r s  w e r e  a s k e d  t h e  s a m e  f i v e  q u e s t i o n s  a b o u t  a d v i s o r y  t e a c h e r s  a s  t h e y  w e r e  a s k e d  
a b o u t  a d v i s e r s  a n d  t h e s e  w e r e  s c o r e d  i n  t h e  s a m e  w a y .
T h e r e  w a s  a  h i g h  p r o p o r t i o n  o f  g o o d  s c o r e s  w i t h  1 9  o f  t h e  2 4  s c o r e s  a b o v e  2 . 5 0  ( 7 9 % ) .  
O n l y  o n e  s c o r e  w a s  b e l o w  2 . 0 0 .  T h e  r a n g e  o f  s c o r e s  c a n  b e  s e e n  i n  t h e  f o l d  o u t  t a b l e .  A v e r a g e  
s c o r e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 5 4
A u t h o r i t y  B  2 . 6 1
A u t h o r i t y  C  2 . 4 6
A u t h o r i t y  D  2 . 4 6
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HEADTEACHERS' VIEWS OF THE PHILOSOPHY  
AND APPROACHES OF ADVISORY TEACHERS
Fig. 11.2
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A u t h o r i t y  A  h a d  t h e  h i g h e s t  s c o r e  f o r  2  i t e m s  a n d  t h e  l o w e s t  f o r  o n e  w h i c h  w a s  s t i l l  a  
g o o d  s c o r e .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e  f o r  3  i t e m s  a n d  t h e  l o w e s t  f o r  o n e  w h i c h  a g a i n ,  
w a s  s t i l l  a  g o o d  s c o r e .  A u t h o r i t y  C  t h e  h i g h e s t  f o r  o n e  a n d  t h e  l o w e s t  f o r  3 ,  o n e  o f  w h i c h  w a s  
b e l o w  2 . 0 0  a n d  a u t h o r i t y  D  h a d  t h e  h i g h e s t  f o r  n o n e  a n d  t h e  l o w e s t  f o r  2 .
A u t h o r i t y  A  h a d  4  g o o d  s c o r e s  a n d  t h e  r e s t  w e r e  s a t i s f a c t o r y .  T h e i r  h i g h e s t  s c o r e s  w e r e  
f o r ‘ R e s p e c t  t h e  v i e w s  o f  t e a c h e r s ’  ( 2 . 6 6 ) ,  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  ( 2 . 7 5 )  a n d  
‘ E m p h a s i s e  t h e  c e n t r a l i t y  o f  p u p i l s  i n  t h e  w o r k  o f  t h e  s c h o o l ’  ( 2 . 6 6 ) .  T h e  l o w e s t  s c o r e  w a s  
f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’  ( 2 . 2 9 ) .  T h i s  i t e m  h a d  a  h i g h  s c o r e  f o r  
a d v i s e r s  i n  t h i s  a u t h o r i t y .  T h e  s c o r e  f o r  a d v i s o r y  t e a c h e r s  f o r  ‘ H a v e  a n  o v e r a l l  v i s i o n  o f  
e d u c a t i o n ’  w a s  s a t i s f a c t o r y  b u t  l o w  c o m p a r e d  w i t h  o t h e r  s c o r e s  i n  t h i s  s e c t i o n  a t  2 . 3 4 .
A u t h o r i t y  B  h a d  t h e  g o o d  s c o r e s  f o r  5  o f  t h e  6 r e s u l t s  w i t h  t h e i r  h i g h e s t  s c o r e s  f o r  
‘ R e s p e c t  t h e  v i e w s  o f  t e a c h e r s ’  ( 2 . 6 8 ) ,  ‘ H a v e  r e g a r d  f o r  t h e  n e e d s  o f  s c h o o l s ’  ( 2 . 7 2 )  a n d  
‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  ( 2 . 7 2 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ H a v e  a n  o v e r a l l  
v i s i o n  o f  e d u c a t i o n ’  ( 2 . 4 0 )  f o r  w h i c h  t h e y  h a d  a  h i g h  s c o r e  f o r  a d v i s e r s .
A u t h o r i t y  C  h a d  g o o d  s c o r e s  f o r  4  i t e m s .  T h e i r  h i g h e s t  s c o r e  w a s  f o r  ‘ R e s p e c t  t h e  v i e w s  
o f  t e a c h e r s ’  ( 2 . 7 6 )  a n d  t h e i r  l o w e s t  s c o r e  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’  
( 1 . 9 2 ) .  T h i s  w a s  a l s o  c o m p a r a t i v e l y  l o w  f o r  a d v i s e r s .
A u t h o r i t y  D  h a d  4  g o o d  s c o r e s  o f  w h i c h  t h e  h i g h e s t  w a s  f o r  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  
a c h i e v e m e n t ’  ( 2 . 7 0 ) .  T h e i r  l o w e s t  s c o r e s  w e r e  f o r  ‘ H a v e  a n  o v e r a l l  v i s i o n  o f  e d u c a t i o n ’  
( 2 . 2 7 )  a n d  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’  ( 2 . 0 7 ) .
A l l  f o u r  a u t h o r i t i e s  h a d  s c o r e s  b e l o w  2 . 5 0  f o r  ‘ H a v e  a n  o v e r a l l  v i s i o n  o f  e d u c a t i o n ’ .  
T h r e e  o f  t h e  f o u r  a u t h o r i t i e s  h a d  s c o r e s  b e l o w  2 . 5 0  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  
w i d e l y  k n o w n ’ .  T h e  e x c e p t i o n  t o  t h i s  w a s  a u t h o r i t y  B  w h o s e  s c o r e  f o r  t h i s  i t e m  w a s  2 . 6 8 .  A l l  
f o u r  a u t h o r i t i e s  h a d  g o o d  s c o r e s  f o r  ‘ R e s p e c t  t h e  v i e w s  o f  t e a c h e r s ’ ,  ‘ H a v e  r e g a r d  f o r  t h e  
n e e d s  o f  s c h o o l s ’ ,  H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  a n d  ‘ E m p h a s i s e  t h e  c e n t r a l i t y  o f  
p u p i l s  i n  t h e  w o r k  o f  t h e  s c h o o l . ’
Teachers’ views of the philosophy and approaches of advisers and inspectors 
T e a c h e r s  w e r e  a s k e d  t h e  s a m e  f i v e  q u e s t i o n s  a s  h e a d t e a c h e r s  a n d  t h e s e  w e r e  s c o r e d  i n  t h e  
s a m e  w a y .  R e s u l t s  w e r e  l o w e r  t h a n  t h o s e  f o r  h e a d t e a c h e r s ’  v i e w s  o f  a d v i s e r s  w i t h  2 0  o f  t h e  
3 0  r e s u l t s  a b o v e  2 . 5 0  ( 6 7 %  c o m p a r e d  w i t h S 7 % )  a n d  o n e  b e l o w  2 . 0 0 .
A u t h o r i t i e s  A ,  B  a n d  C  h a d  t h e  h i g h e s t  s c o r e s  f o r  2  i t e m s  e a c h .  A u t h o r i t i e s  A  a n d  B  h a d  
n o n e  o f  t h e  l o w e s t  s c o r e s  b u t  a u t h o r i t y  C  h a d  o n e ,  a u t h o r i t y  D  a d v i s e r s  h a d  2  a n d  i n s p e c t o r s  
i n  a u t h o r i t y  D  h a d  3 .  T h e  s c o r e s  a r e  s h o w n  o n  t h e  g r a p h s  a n d  t h e  f o l d  o u t  t a b l e .  O v e r a l l  
a v e r a g e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 6 7  A u t h o r i t y  C  2 . 5 3  
A u t h o r i t y  B  2 . 6 8  A u t h o r i t y  D  a d v i s e r s  2 . 3 9
i n s p e c t o r s  2 . 3 8
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Fig. 11.3
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A u t h o r i t i e s  A  a n d  B  h a d  v e r y  e v e n  s c o r e s  t h r o u g h o u t  w i t h  a l l  s c o r e s  a b o v e  2 . 5 0  i n  b o t h  
a u t h o r i t i e s .  T h e  h i g h e s t  s c o r e s  i n  a u t h o r i t y  A  w e r e  f o r  ‘ H a v e  a n  o v e r a l l  v i s i o n  o f  e d u c a t i o n ’  
( 2 . 7 3 ) ,  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’  ( 2 . 7 3 )  a n d  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  
a c h i e v e m e n t ’  ( 2 . 7 0 ) .  T h e  l o w e s t  s c o r e ,  w h i c h  w a s  s t i l l  a  g o o d  s c o r e  w a s  f o r  ‘ R e s p e c t  t h e  
v i e w s  o f  t e a c h e r s ’  ( 2 . 5 1 ) .
I n  a u t h o r i t y  B  t h e  h i g h e s t  s c o r e s  w e r e  f o r  ‘ H a v e  c o n c e r n  f o r  p u p i l s *  a c h i e v e m e n t ’  
( 2 . 7 9 )  a n d  ‘ E m p h a s i s e  t h e  c e n t r a l i t y  o f  p u p i l s  i n  t h e  w o r k  o f  t h e  s c h o o l ’  ( 2 . 7 9 ) .  T h e  l o w e s t  
s c o r e  w h i c h  w a s  s t i l l  a  g o o d  o n e  w a s  f o r  ‘ H a v e  a n  o v e r a l l  v i s i o n  o f  e d u c a t i o n ’  ( 2 . 5 5 ) .
A u t h o r i t y  C  h a d  v e r y  g o o d  s c o r e s  f o r  ‘ R e s p e c t  t h e  v i e w s  o f  t e a c h e r s ’  ( 2 . 7 9 )  a n d  ‘ H a v e  
r e g a r d  f o r  t h e  n e e d s  o f  s c h o o l s ’  ( 2 . 8 3 )  b u t  a  p o o r  s c o r e  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  
w i d e l y  k n o w n ’  ( 1 . 9 2 ) .
A u t h o r i t y  D ’ s  a d v i s e r s  h a d  a  g o o d  s c o r e  f o r  ‘ H a v e  c o n c e r n  f o r  p u p i l s '  a c h i e v e m e n t '  
( 2 . 6 1 )  a n d  a  s a t i s f a c t o r y  b u t  c o m p a r a t i v e l y  l o w  s c o r e  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  
w i d e l y  k n o w n ’  ( 2 . 0 3 ) .  I n s p e c t o r s  h a d  g o o d  s c o r e s  f o r  ‘ H a v e  r e g a r d  f o r  t h e  n e e d s  o f  s c h o o l s ’  
( 2 . 5 8 )  a n d  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  ( 2 . 5 8 )  a n d ,  a g a i n ,  a  s a t i s f a c t o r y  b u t  
c o m p a r a t i v e l y  l o w  s c o r e  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’ ( 2 . 0 8 ) .
Teachers’ views of the philosophy and approaches of advisory teachers 
T e a c h e r s  w e r e  a s k e d  t h e  s a m e  6 q u e s t i o n s  a b o u t  a d v i s o r y  t e a c h e r s  a s  t h e y  w e r e  a s k e d  a b o u t  
a d v i s e r s .  S e v e n t e e n  ( 7 1 % )  o f  t h e  2 4  s c o r e s  w e r e  a b o v e  2 . 5 0  a n d  o n e  w a s  b e l o w  2 . 0 0  w h i c h  
w a s  n o t  v e r y  d i f f e r e n t  f r o m  t h e  r e s u l t s  f o r  h e a d t e a c h e r s  w h o  h a d  7 9 %  o f  g o o d  s c o r e s  f o r  
a d v i s o r y  t e a c h e r s .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e s  f o r  e v e r y  i t e m .  A u t h o r i t y  A  h a d  t h e  
l o w e s t  s c o r e s  f o r  2  i t e m s ,  a u t h o r i t y  C  f o r  3  i t e m s  a n d  a u t h o r i t y  D  f o r  o n e  i t e m .  S c o r e s  c a n  b e  
s e e n  i n  t h e  g r a p h s  a n d  t h e  f o l d  o u t  t a b l e .  A v e r a g e  s c o r e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 6 0
A u t h o r i t y  B  2 . 8 1
A u t h o r i t y  C  2 . 3 5
A u t h o r i t y  D  2 . 5 4
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A l Have an overall vision of education
A2 Have clear objectives which are widely known
A3 Respect the views of teachers
A4 Have regard for the needs of schools
A5 Have concern for pupils' achievement
A6 Emphasise the centrality of pupils in the work of the school
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A u t h o r i t i e s  A  a n d  B  h a d  f a i r l y  e v e n  s c o r e s  t h r o u g h o u t  w i t h  t h e  s c o r e s  o f  a u t h o r i t y  B  
a b o v e  t h o s e  o f  A .  A u t h o r i t y  A  h a d  g o o d  s c o r e s  f o r  4  o f  t h e  6 i t e m s  a n d  t h e i r  h i g h e s t  s c o r e s  
w e r e  f o r  ‘ R e s p e c t  t h e  v i e w s  o f  t e a c h e r s ’  ( 2 . 7 6 )  a n d  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  
( 2 . 7 0 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’  ( 2 . 4 6 ) .
A u t h o r i t y  B  h a d  g o o d  s c o r e s  f o r  a l l  i t e m s  a n d  v e r y  h i g h  s c o r e s  f o r  ‘ R e s p e c t  t h e  v i e w s  
o f  t e a c h e r s ’  ( 2 . 9 1 )  a n d ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t *  ( 2 . 9 6 ) .  T h e i r l o w e s t  s c o r e  w a s  
f o r  ‘ H a v e  a n  o v e r a l l  v i s i o n  o f  e d u c a t i o n ’  ( 2 . 6 5 )  w h i c h  w a s  s t i l l  a  g o o d  s c o r e .
A u t h o r i t y  C  h a d  3  g o o d  s c o r e s  a n d  o n e  p o o r  s c o r e .  T h e i r  h i g h e s t  s c o r e  w a s  f o r  ‘ H a v e  
c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  ( 2 . 7 3 ) .  T h e y  h a d  a  v e r y  l o w  s c o r e  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  
w h i c h  a r e  w i d e l y  k n o w n ’  ( 1 . 68) .
A u t h o r i t y  D  h a d  4  g o o d  s c o r e s .  T h e i r  h i g h e s t  s c o r e  w a s  f o r  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  
a c h i e v e m e n t ’  ( 2 . 7 7 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ H a v e  a n  o v e r a l l  v i s i o n  o f  e d u c a t i o n ’  ( 2 . 3 3 ) .
A u t h o r i t y  B  h a s  h a d  g o o d  s c o r e s  t h r o u g h o u t  t h i s  s e c t i o n  o f  t h e  s t u d y  w i t h  n o  s c o r e  
b e l o w  2 . 5 0 .  B o t h  a u t h o r i t i e s  A  a n d  B  h a v e  g e n e r a l l y  s c o r e d  w e l l  o n  t h e  i t e m s  o n  ‘ H a v e  c l e a r  
o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’  a l t h o u g h  a u t h o r i t y  A  w a s  c o m p a r a t i v e l y  l o w  i n  t h e  c a s e  
o f  h e a d t e a c h e r s ’  v i e w s  o f  a d v i s o r y  t e a c h e r s .  A u t h o r i t i e s  C  a n d  D  w e r e  w e a k  i n  t h i s  a r e a  i n  
a l m o s t  e v e r y  c a s e  e x c e p t  f o r  a u t h o r i t y  D ’ s  s c o r e s  f o r  t e a c h e r s ’  v i e w s  o f  a d v i s o r y  t e a c h e r s .
A l l  4  a u t h o r i t i e s  s c o r e d  w e l l  t h r o u g h o u t  o n  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  
w i t h  n o  s c o r e  b e l o w  2 . 5 0 .
Overall view of scores for philosophy and approaches
H e a d t e a c h e r s  r a t e  a d v i s e r s  a b o v e  a d v i s o r y  t e a c h e r s  i n  a l l  4  a u t h o r i t i e s  a n d  g i v e  a d v i s e r s  a  
h i g h e r  r a t i n g  t h a n  d o  t e a c h e r s .  E i g h t y  s e v e n  p e r  c e n t  o f  t h e  s c o r e s  f r o m  h e a d t e a c h e r s  f o r  
a d v i s e r s  a r e  a t  2 . 5 0  o r  a b o v e  c o m p a r e d  w i t h  6 3 %  o f  t h e  s c o r e s  o f  t e a c h e r s .  B o t h  h e a d t e a c h e r s  
a n d  t e a c h e r s  r a t e  a d v i s o r y  t e a c h e r s  a t  2 . 5 0  o r  a b o v e  i n  7 1 %  o f  t h e  s c o r e s .
T h e  i t e m  w i t h  t h e  m o s t  v a r i a b l e  s c o r e s  i s  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  
k n o w n ,  ’  H e r e  6 o f  t h e  s c o r e s  ( 3 3 % )  a r e  a b o v e  2 . 5 0  a n d  3  ( 1 8 % )  a r e  b e l o w  2 . 0 0 .  T h e  h i g h e s t  
s c o r i n g  i t e m  i s  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  w h e r e  a l l  t h e  s c o r e s  a r e  a b o v e  2 . 5 0 .
Comparison of philosophy scores with those for the key area 
T h e  p h i l o s o p h y  s c o r e s  i n  a l l  c a s e s  a r e  h i g h e r  t h a n  t h o s e  f o r  t h e  k e y  a r e a s .  W h e n  t h e  
a v e r a g e  p h i l o s o p h y  s c o r e s  a r e  c o r r e l a t e d  w i t h  t h e  a v e r a g e  s c o r e s  f o r  t h e  k e y  a r e a  o f  
i n s p e c t i o n  u s i n g  P e a r s o n ’ s  P r o d u c t  M o m e n t  C o r r e l a t i o n  t h e r e  i s  n o  e v i d e n c e  o f  a  r e l a ­
t i o n s h i p  ( r  =  0 . 1 ) .  S i m i l a r l y  w i t h  t h e  k e y  a r e a s  o f  a d v i c e  a n d  s u p p o r t  ( r  =  0 . 0 6 )  a n d  i n -  
s e r v i c e  e d u c a t i o n  ( r  =  0 . 0 0 3 ) .  I t  m u s t  b e  c o n c l u d e d  t h a t  e f f e c t i v e  p r a c t i c e  i n  t h e  k e y  
a r e a s  i n  t h e  v i e w s  o f  t h o s e  o n  t h e  r e c e i v i n g  e n d  i s  n o t  r e l a t e d  t o  h e a d t e a c h e r s ’  a n d  t e a c h ­
e r s ’  i d e a  o f  t h e  e d u c a t i o n a l  p h i l o s o p h y  h e l d  b y  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .
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Comments on questionnaires 
T h e  f o l l o w i n g  w e r e  t h e  o n l y  c o m m e n t s  a b o u t  p h i l o s o p h y  a n d  a p p r o a c h e s  m a d e  i n  t h e  
q u e s t i o n n a i r e s :
The advice offered by most advisory teachers shows a depth of knowledge and thought. However, the 
financial and other constraints mean that the usual channel for disseminating this advice is through in- 
service training. Sometimes more informal visits to school, with chances for observation, discussion and 
advice in situ about concrete situations would be greatly valued.
Primary school teacher, authority D
I have generally found advisers and inspectors have not monitored or evaluated the good work achieved 
by the school but have tried to impose their own ideas and theories.
Primary school teacher, authority D
Curriculum development teachers (i.e.advisory teachers) are of value in a school because they work 
alongside the teacher and provide good support 
Primary school teacher, authority B
Evidence from interviews
T h e r e  w e r e  1 7  p o i n t s  m a d e  a b o u t  p h i l o s o p h y  a n d  a p p r o a c h e s  i n  t h e  i n t e r v i e w s .  S e v e n  o f  
t h e s e  w e r e  m a d e  b y  h e a d t e a c h e r s ,  t e a c h e r s  a n d  i n s p e c t o r s  f r o m  a u t h o r i t y  A ,  4  b y  h e a d t e a c h ­
e r s  a n d  t e a c h e r s  f r o m  a u t h o r i t y  B  a n d  3  e a c h  f r o m  a u t h o r i t i e s  C  a n d  D .  
T h e  p o i n t  w h i c h  s t a n d s  o u t  m o s t  s t r o n g l y  i s  t h e  d i l e m m a  m e n t i o n e d  a t  t h e  b e g i n n i n g  
o f  t h i s  c h a p t e r  i . e  t h a t  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  e x p e r i e n c e  s o m e  d i f f i c u l t y  i n  m a r r y i n g  
t h e i r  o w n  p h i l o s o p h y  w i t h  t h a t  o f  t h e  s c h o o l s  a n d  t e a c h e r s  t h e y  v i s i t .  A n  i n s p e c t o r  i n  
a u t h o r i t y  A  s p o k e  o f :
This ability to put yourself into the position of the schools and the changing position and work out 
solutions with them which have a strong input of your beliefs and how to handle the situation so that they 
can take your advice and adapt to their needs.
Inspector, authority A
T h e  s c h o o l s  v i s i t e d  i n  a u t h o r i t y  A  i n c l u d e d  o n e  d e l i b e r a t e l y  c h o s e n  b e c a u s e  i n s p e c t i o n  h a d  
b e e n  a  p r o b l e m .  T h e  t e a c h e r s  i n  t h i s  s c h o o l  e x p r e s s e d  t h e i r  v i e w s  a s  f o l l o w s :
I think their preconceived philosophy shone through the whole time in that they had their very strong 
opinions and there was an intolerance coming through all the time.
Junior school teacher, authority A
A  It seemed to us that at the bottom of it was a difference in philosophy which we hadn’t really been 
prepared to face. W e’d been prepared for advice and criticism on the way we were teaching and the 
content and whatever, but not on the fact that maybe at the bottom of it all we were just not going in the 
same direction.
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B I think that’s an important point. I think it’s a dichotomy of philosophy and I think I ’m right in thinking
that it is a good school because it does produce good results because we have parents who get their 
children in and we have a waiting list and so on and high local esteem. It was almost as if the inspectors 
wanted to sort of put us down because we were in fact succeeding but not necessarily perhaps 
approaching things in what might be termed the doctrine and I don’t feel that one should have any 
particular doctrine forced on one. Education should be more liberal and that people should be able to 
teach in the way in which they can best achieve results and in which children are actually learning.
C The conversation we had with one of the inspectors the very last day in that she decided what comments
and again we disagreed and she took umbrage on several occasions and got quite aggressive because of 
her preconceived philosophy of education. In our view she was not open, not open to what we thought. 
Junior school teachers; authority A
A  s i m i l a r  v i e w  w a s  e x p r e s s e d  b y  a  s e c o n d a r y  h e a d t e a c h e r :
There’ve been one or 2 occasions when the views of an advisory teacher about a particular subject are 
diametrically opposed to my own and SMT (Senior Management Team) on something and... I do object 
when they push a view in a sort of back door way as well. That happened only once but if you’ve got a 
certain view about something I don’t think you’ve got some sort of missionary zeal to convert your staff. 
Secondary school headteacher, authority A
T h e  p r o b l e m  w a s  e x p r e s s e d  r a t h e r  m o r e  s y m p a t h e t i c a l l y  b y  o t h e r  t e a c h e r s :
They need to appreciate that every school is individual. I think another thing that is tied up in a way with 
knowing the school, that they don’t come in with pre-conceived, tight ideas o f how particular things 
should be done, that they can recognise that there are a variety of ways of doing something and not come 
in to preach their own ideas and their own philosophy.
Primary school headteacher, authority C
You know, someone will go into a room and see 15 or 16 youngsters playing with computers. Someone 
else will go into the same room, see the same thing happening and realise the expertise and understanding 
and the work that is going on in that particular area. And sometimes people come with all sorts of different 
views. ‘This is a class - they’re all sitting in rows - they ’re all quiet Oh dear, we don’t want that’ Or others 
who’ll come in and say, ‘What’s going on. It’s bedlam. They’re crawling all over the place. We don’t 
want that ’ And thinking there’s an agreement between the adviser and the staff o f the school about what 
is going on then the quality of the relationship, the quality of the development is far better, which is nice. 
I like to see that That’s beginning to happen, isn’t it?
Secondary school headteacher, authority B
A t  t h e  s a m e  t i m e  t h e r e  w a s  e v i d e n c e  t h a t  p e o p l e  w a n t e d  a n  a d v i s o r y  t e a m  w h i c h  h a d  
a  s t r o n g  p h i l o s o p h y  a n d  a p p r e c i a t e d  i t  w h e n  a d v i s e r s  s u c c e e d e d  i n  m a r r y i n g  t h e i r  o w n  v i e w s  
w i t h  t h o s e  o f  t h e  s c h o o l :
Someone who is quite clear in their philosophy in terms of education. Somebody who comes in with clear 
cut views of education in terms of not being very theoretical with airy fairy textbook ideas but someone 
also who may not necessarily be in parallel with the headteacher’s and the school’s philosophy and 
understanding of education but is prepared to listen but has their own clear cut ideas as well, someone 
who isn’t into beating about the bush and delivering airy fairy ideas but can be supportive and listen and 
guide you and the school. They have their view and you have your view and the 2 can work together 
without clashing.
Primary school headteacher, authority A
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I think from my experience, certainly somebody with very, very good sort of map, that’s got the right 
phrases, sort of personal relationship skills and is a very, very good judge o f how to handle people, 
including heads ... including staff who may be feeling threatened or whatever their feelings. We want 
somebody there who’s got very, very good skills and I probably include counselling skills also as well, 
because this does happen as well. I think it’s very good if staff have somebody they feel they can turn 
to if they feel there’s a crisis in their own career or something. And then,... somebody who has a very 
strong reputation in primary education and it’ s strong because they have been successful. They are 
experienced enough to understand primary schools and yet can have firm ideas.
Primary school headteacher, authority C
I f  we look at the inspection/advisory team, there are certain people that have got their act together, they 
have a very strong vision, maybe the wrong one, but at least they’ve got strong vision and they can 
communicate it.
Secondary school headteacher, authority D
Whether or not they agree with what they see going on, at least at the end of the time the staff feel that 
they valued what they saw that was good and that perhaps they can see value in some things that aren’t 
all the rage at the moment and are prepared to listen to why the teacher values that particular aspect. 
Primary school headteacher, authority A
Certainly (the science adviser) understood some of the underpinning, philosophical underpinning and 
moral underpinning of the National Curriculum... There is this entitlement that didn’ t matter what school 
you went to, what colour you were, what money your parents were bringing in, what’s your religion, you 
were entitled to access to a similar curriculum of similar quality.
Secondary school headteacher, Authority D
H e a d t e a c h e r s  w e r e  c r i t i c a l  w h e n  t h e y  f e l t  a d v i s e r s  d i d  n o t  h a v e  a  c l e a r  i d e a  o f  w h e r e  
t h e y  w e r e  g o i n g  a n d  a  s t r o n g  p h i l o s o p h y :
There are very few advisers in my experience who’ve actually got grasp o f educational issues. There are 
still a lot who are very good on individual subjects and there are one or two that in the past have been 
of value on all subjects ... Occasionally they’re quite literate dogsbodies, to help out on a particular 
curriculum issue, but they don’t seem to have any grasp at all o f general educational issues. They’re 
purblind and just see their own particular area and aren’t interested in being general advisers. 
Secondary school headteacher, authority C
When you have a group of people... doing the same job on behalf of the local authority but with distinctly 
different messages to the schools and in some cases the school got different advice from 2 different 
people - now they really should have got their communications acts together and agreed what they were 
going to be saying.
Secondary school headteachers, authority D
‘Many teachers feel that visits by advisers that are clearly outlined with positive target-setting would be 
more beneficial than the rather ‘vague’ general visits made in the past.
Primary school headteacher, authority B
T h i s  p r o b l e m  m a y  b e  a l l e v i a t e d  t o  s o m e  e x t e n t  a s  s c h o o l s  s t a r t  t o  b u y  i n  a d v i c e  w h e n  
t h e y  w i l l  p r e s u m a b l y  a i m  t o  b u y  f r o m  t h o s e  s y m p a t h e t i c  t o  t h e i r  o w n  p o i n t  o f  v i e w .  T h e r e  w i l l  
b e  p r e s s u r e  o n  a d v i s e r s  t o  w o r k  s y m p a t h e t i c a l l y  e v e n  w h e n  t h e y  d i s a g r e e  w i t h  w h a t  t h e y  f i n d  
i n  s c h o o l s  b e c a u s e  o f  t h e  n e e d  t o  m a i n t a i n  e m p l o y m e n t .  T h i s  w i l l  a l s o  b e  s o m e t h i n g  o f  a
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d i l e m m a  f o r  i n s p e c t o r s  a l s o .  T h i s  w a s  c l e a r l y  e x p r e s s e d  i n  a n  a r t i c l e  b y  S e r g i o v a n n i  ( 1 9 8 4 ,  
p . 3 5 7 )  w h o  w r o t e  o f  s u p e r v i s i o n  a n d  e v a l u a t i o n  o f  t e a c h i n g  i n  t h e  U n i t e d  S t a t e s .  H e  s u g g e s t e d  
t h a t  t h e r e  w a s  a  t e n d e n c y  t o  r e d u c t i o n i s m  i n  b r e a k i n g  d o w n  t e a c h i n g  i n t o  i t s  c o m p o n e n t  p a r t s  
w i t h o u t  g i v i n g  e n o u g h  a t t e n t i o n  t o  t h e  i n v o l v e m e n t  o f  t e a c h e r  a n d  s u p e r v i s o r  a n d  t h e  n a t u r a l  
b i a s  o f  t h e  s u p e r v i s o r .  H o w e v e r  s u p e r v i s i o n  i s  p l a n n e d  t h e  s u p e r v i s o r  w i l l  b r i n g  t o  i t  h i s  o r  
h e r  o w n  b a g g a g e  o f  e x p e r i e n c e  a n d  p h i l o s o p h y  w h i c h  w i l l  m a k e  s o m e  t h i n g s  o f  g r e a t e r  
i m p o r t a n c e  t h a n  o t h e r s .  S u p e r v i s i o n  i s  m o r e  l i k e l y  t o  b e  s u c c e s s f u l  i n  d e v e l o p i n g  t h e  w o r k  
o f  t e a c h e r s  w h e r e  s u p e r v i s e r  a n d  t e a c h e r  r e f l e c t  t o g e t h e r  o n  t h e  t e a c h i n g  o b s e r v e d  a n d  w h e r e  
t h e  w h o l e  q u e s t i o n  o f  b i a s  i s  u n d e r s t o o d  a n d  a l l o w e d  f o r .  ‘ T h e  r e a l i t y  t h a t  c o u n t s  i n  
s u p e r v i s i o n  a n d  e v a l u a t i o n  i s  t h a t  w h i c h  i n d i v i d u a l s  p e r c e i v e . ’
T h e r e  w e r e  s e v e r a l  c o m m e n t s  s u p p o r t i n g  t h e  v i e w  t h a t  t h e  a d v i s o r y  t e a c h e r  w a s  m o s t  
e f f e c t i v e  w o r k i n g  a l o n g s i d e  t h e  t e a c h e r  i n  t h e  c l a s s r o o m .
I would like advisory teachers to spend longer in the classroom working alongside the classroom teacher 
so I would learn from observation and first hand experience.
Primary school teacher, authority A
Curriculum development teachers are of value in a school because they work alongside the teacher and 
provide good support.
Primary school teacher, authority B
My experience with an advisory teacher was refreshing and stimulating. Her approach was sympathetic 
and extremely helpful. I just wish the service was more regular.
Primary school teacher, authority B
I n  v i e w  o f  t h i s  k i n d  o f  c o m m e n t  i t  i s  d i s t u r b i n g  t h a t  t h e  n a t i o n a l  s u r v e y  s u g g e s t s  t h a t  
a d v i s o r y  t e a c h e r s  a r e  d i s a p p e a r i n g  e v e n  f a s t e r  t h a n  a d v i s e r s .
Summary
Findings in relation to the questions asked
1  H e a d t e a c h e r s  a n d  t e a c h e r s  a p p e a r e d  t o  b e  w e l l  a w a r e  o f  t h e  e d u c a t i o n a l  p h i l o s o p h y  o f  
t h e i r  a d v i s o r y  t e a m s  a n d  w e r e  g e n e r a l l y  a p p r o v i n g  o f  i t ,  d e m o n s t r a t i n g  t h i s  i n  h i g h  
s c o r e s  f o r  t h i s  s e c t i o n .  H o w e v e r ,  a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  e x p e r i ­
e n c e d  a  d i l e m m a  i n  m a r r y i n g  t h e i r  o w n  e d u c a t i o n a l  p h i l o s o p h y  w i t h  t h a t  o f  t h e  s c h o o l s  
a n d  t e a c h e r s  t h e y  v i s i t e d .  S c h o o l s  e x p e c t e d  t h e m  t o  h a v e  a  c l e a r  v i e w s  b u t  d i d  n o t  w a n t  
t h e s e  v i e w s  i m p o s e d  w h e r e  t h e y  d i f f e r e d  f r o m  t h e  s c h o o l ’ s  o r  t e a c h e r s ’  v i e w s .
2  W h e n  t h e  e d u c a t i o n a l  p h i l o s o p h y  a v e r a g e s  a r e  c o m p a r e d  w i t h  t h o s e  f o r  t h e  k e y  a r e a s  
o f  i n s p e c t i o n ,  a d v i c e  a n d  s u p p o r t  a n d  i n - s e r v i c e  e d u c a t i o n  t h e y  a r e  h i g h e r  i n  e v e r y  c a s e .  
H o w e v e r ,  t h e r e  d o e s  n o t  a p p e a r  t o  b e  a n y  r e l a t i o n s h i p  b e t w e e n  h e a d t e a c h e r s ’  a n d
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t e a c h e r s ’  v i e w s  o f  t h e  w o r k  o f  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  i n  t h e  k e y  a r e a s  a n d  t h e i r  
v i e w s  o f  t h e i r  e d u c a t i o n a l  p h i l o s o p h y  a n d  a p p r o a c h e s .
Other findings
1 T h i s  s e c t i o n  o f  t h e  s t u d y  h a s  p r o d u c e d  4  s e t s  o f  a v e r a g e  s c o r e s .  A u t h o r i t y  A  h a d  t h e  
h i g h e s t  a v e r a g e  s c o r e  f o r  h e a d t e a c h e r s ’  v i e w s  o f  a d v i s e r s ’  p h i l o s o p h y .  A u t h o r i t y  B  h a d  
t h e  h i g h e s t  s c o r e  f o r  h e a d t e a c h e r s ’  v i e w s  o f  a d v i s o r y  t e a c h e r s ’  p h i l o s o p h y  a n d  f o r  
t e a c h e r s ’  v i e w s  o f  t h e  p h i l o s o p h y  o f  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .
2  A u t h o r i t i e s  A  a n d  B  a l s o  d i f f e r e d  f r o m  C  a n d  D  i n  e a c h  h a v i n g  g o o d  s c o r e s  f o r  ‘ H a v e  
a n  o v e r a l l  v i s i o n  o f  e d u c a t i o n  ’  i n  a l l  b u t  o n e  c a s e .  T h e y  a l s o  h a d  h i g h e r  s c o r e s  t h a n  
a u t h o r i t i e s  C  a n d  D  f o r  ‘ H a v e  c l e a r  o b j e c t i v e s  w h i c h  a r e  w i d e l y  k n o w n ’  T h i s  s u g g e s t s  
t h a t  t h e r e  m a y  b e  s o m e  c o n n e c t i o n  b e t w e e n  h a v i n g  a n  o v e r a l l  v i s i o n  a n d  c l e a r  
o b j e c t i v e s  a n d  d o i n g  w e l l  i n  o t h e r  a r e a s .
3  A l l  4  a u t h o r i t i e s  s c o r e d  w e l l  o n  ‘ H a v e  c o n c e r n  f o r  p u p i l s ’  a c h i e v e m e n t ’  w i t h  n o  s c o r e  
b e l o w  2 . 5 0 .  T h e r e  w e r e  g e n e r a l l y  g o o d  s c o r e s  f o r  ‘ R e s p e c t  t h e  v i e w s  o f  t e a c h e r s ’ ,  
‘ H a v e  r e g a r d  f o r  t h e  n e e d s  o f  s c h o o l s ’  a n d  ‘ E m p h a s i s e  t h e  c e n t r a l i t y  o f  p u p i l s  i n  t h e  
w o r k  o f  t h e  s c h o o l . ’
4  H e a d t e a c h e r s  r a t e d  t h e  e d u c a t i o n a l  p h i l o s o p h y  a n d  a p p r o a c h e s  o f  a d v i s e r s  m o r e  h i g h l y  
t h a n  d i d  t e a c h e r s  a n d  m o r e  h i g h l y  t h a n  t h e y  r a t e d  t h o s e  o f  a d v i s o r y  t e a c h e r s  i n  a l l  4  
a u t h o r i t i e s .  T e a c h e r s  r a t e d  t h e  e d u c a t i o n a l  p h i l o s o p h y  a n d  a p p r o a c h e s  o f  a d v i s o r y  
t e a c h e r s  m o r e  h i g h l y  t h a n  t h o s e  o f  a d v i s e r s  i n  2  o f  t h e  4  a u t h o r i t i e s .
5  A d v i s o r y  t e a c h e r s  w e r e  v a l u e d  f o r  t h e  w o r k  t h e y  d i d  i n  t h e  s c h o o l  s i t u a t i o n .
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12 KNOWLEDGE, SKILL AND EXPERIENCE
Introduction
An essential concomitant of effective advisory work is the experience and knowledge an 
adviser or advisory teacher brings to the work. If advisers and advisory teachers are to be able 
to advise teachers they must have suitable experience, knowledge and skill on which they can 
draw. We have already noted a number of critical comments from headteachers and teachers 
about advisers with secondary experience advising in primary schools (cf .pp. 166,172,173,200, 
203) and approving comments about the background experience of advisory teachers, (cf. 
pp.244, 245)
Relevant literature
In 1978 Bolam et al found that 42% of his respondents had some form of degree which was 
a higher proportion than for teachers at that time. Twenty three per cent had been headteachers 
and 28% heads of department. Fourteen per cent had taught full time in a college of education. 
Stillman and Grant (1989) studying the service a decade later found only 14.4% had been 
headteachers but another 6.9% had been senior managers in schools and 17.8% had been 
middle managers. Ten point nine per cent had taught in further or higher education. The vast 
majority of advisers in Bolam’s study were between 31 and 60 years of age with 41 % between 
41 and 50. The ages of advisers had changed little by the time Stillman and Grant made their 
survey. They found the average age for all advisers was 47 years.
Stillman and Grant also found a change in the spread of subject specialisms since 
Bolam’s survey, when advisers in physical education, music and home economics were 
numerically greater than those for other subjects. By 1986/7 when this study was carried out, 
the core subjects of English, mathematics and science were well represented and there was 
a fair range of other subjects including a number of cross curricular areas such as environ­
mental studies and equal opportunities.
Margerison (1978), who wrote about advisory work in industry, stressed that advisers 
must be good at observation, have technical credibility in knowing what questions to ask and 
how to get the data.
Harland (1990, p.42,43) noted that:
The advisory teacher was admired for his(sic) ability to identify quickly the needs of children, for his 
contribution in extending teacher awareness of suitable programmes and for his positive skills when 
working with pupils around the computer.
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Hardcastle (1988,pp.205,206) wrote of mentorship in North America and quoted from 
teachers who had experienced working with a mentor who appeared to be in the same sort of 
role as an advisory teacher in some situations. A  teacher spoke of the mentor being ‘very 
perceptive, right on top of the situation, extra smart’ and again of ‘his intellectual drive, 
capacity, determination, the way he works’
Dean (1975b, p. 12) wrote of the skills needed by advisers. She suggested that they 
needed to be expert at observing teachers and able to match advice to teaching style. Good 
advisers were able to distinguish teacher directed work from work which was genuinely the 
pupils’ own. They were able to assess children’s work and read school and classroom 
atmosphere. They could be persuasive but were also able to help teachers to build on their own 
thinking. They were skilled discussion leaders, ‘knowing how to make people feel at ease, 
how to invite, welcome and use contributions’. They could also draw the contributions 
together and sum up, helping the group to arrive at conclusions.
The situation in the 4 authorities
Three of the 4 authorities, B, C and D were large enough to have specialist advisers in all the 
main subjects of the National Curriculum and some others as well. The fourth authority, 
authority A, had a team of only 9 inspectors, of whom 3 were primary specialists and one a 
secondary specialist, leaving only 5 people, or 6 if the secondary specialist is included, to 
cover advice on the whole of the National Curriculum and its accompanying themes and 
dimensions . This created problems in inspection and advisory teachers, reporting to 
inspectors, were used as advisers to make good the gaps in provision. This is a problem which 
is likely to increase if local government moves to a situation where a larger number of small 
authorities are responsible for education.
Authority D had a rather different problem because the split into an inspectorate and 
an advisory service created a situation in which at least two people were needed for each 
subject area, one being an inspector and the other an adviser. This had not proved possible 
to do in all areas of curriculum and there were 3 people with both adviser and inspector roles.
All 4 authorities suffered from the fact that when vacancies occurred it was often not 
possible to fill them because of the cuiTent financial situation. This gave uneven coverage of 
some areas of work.
The questionnaire to inspectors asked for information about background. In authority 
A all the team returned the questionnaire. This showed that of the three men and six women 
who formed the inspectorate, four had been in post for fewer than 5 years, four for between 
5 and 10 years and one for 17 years. All but one had either a teacher’s certificate or a post 
graduate certificate of education. Seven had first degrees, 4 had advanced diplomas and 5 had 
higher degrees.
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Six members of the team were between 46 and 55 years of age and 3 were 56 or over. 
Four came to the inspectorate from headteachers* posts, one from a head of department post, 
3 had been in senior management posts and one in higher education.
There were 17 advisory teachers in authority A, 7 men and 10 women. Eleven of them 
had been in post less than 5 years and 6 for more than 5 years. Fourteen had either a teachers* 
certificate or a post graduate certificate in education. Ten had first degrees, 7 had advanced 
diplomas, 7 had higher degrees and 3 were studying for masters* degrees. One was under 35 
years of age, 9 were between 36 and 45 years and 6 between 46 and 55 (one did not complete 
this section).
Four came to their present posts from classroom teacher posts, 7 had been heads of 
department, one had been head of faculty, 2 had been deputy heads of primary schools, 2 had 
been deputy heads of secondary schools and one a lecturer in further education.
In authority B the team consisted of 21 advisers, of whom 11 replied to the questionnaire 
survey. Eleven team members were male and 10 female. All the senior members of the team 
were male. There were specialists in all the major subjects of the curriculum except craft, 
design and technology, where the post was vacant. Of the 7 men and 4 women who replied 
to the questionnaire, 7 had been in post for less than 5 years, one for between 6 and 10 years, 
one for between 11 and 15 years and 2 for more than 16 years. All had qualifications in 
teaching, 8 had first degrees, 3 of these also had higher degrees and 3 also had advanced 
diplomas. Four were between 36 and 45 years of age, and the rest between 46 and 55 years. 
Four had been heads of department in secondary schools before coming into their present 
posts. One had been head of a secondary school and 3 had been heads of primary schools. Two 
came from teacher training establishments and one was a senior lecturer.
Only 4 of the 18 advisory teachers replied to the questionnaire. These were all female. 
Three had been in post for fewer than 5 years and one for between 6 and 10 years. Two had 
teacher qualifications, all had first degrees and one had a higher degree and another an 
advanced diploma. One was 35 years of age, one between 36 and 45, one between 46 and 55 
and one over 56. Two had been deputy heads of primary schools, one a classroom teacher and 
one had worked in a museum before coming into the present post.
Authority C had a team of 45 advisers of whom 31 returned the questionnaires. Of these 
31 advisers, 21 were male and 10 female. In the team as a whole there were 16 women and 
29 men. All the major curriculum specialisms were represented.
Twenty eight of those who replied had a teacher’s certificate or PGCE (Post Graduate 
Certificate in Education) and a similar number had a degree. Twenty five had both. Nine had 
an advanced diploma and 19 had a higher degree. Seventeen of those who replied had been 
in the advisory service for fewer than 5 years, 5 had been advisers for between 6 and 10 years,
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3 had 11-15 years service as advisers and 2 had been in the service for between 20 and 25 
years. Four people did not reply to this section.
Fourteen members of the team were aged between 36 and 45 years, 13 were aged 
between 46 and 55 years and 4 were 56 years or over. Seven of those who replied had been 
headteachers, one had been a deputy head teacher, 8 had been class teachers, 2 had been 
teacher trainers and 11 had held a variety of other senior posts in education. Two people did 
not reply to this section.
Twenty six of the 48 advisory teachers returned the questionnaires. Of these 8 were 
male and 18 female. In the team as a whole 27 were female and 21 male. Two were between 
25 and 35 years of age, 13 were between 36 and 45 years, 7 were between 46 and 55 years 
and 2 were over 55 years. Two respondents did not reply to this section. Sixteen of those who 
replied had been fewer than 5 years in an advisory teacher role; 5 had been advisory teachers 
for 6 to 10 years and 2 had been advisory teachers for 11 -15 years. Three people did not reply 
to this section.
Seventeen of those who replied to this section had a teachers’ certificate or PGCE (a 
number of those in these posts were appointed for special background experience such as 
work in industry and were therefore less likely than advisers to be qualified as teachers) 
Fifteen had a degree and 9 had both a teaching qualification and a degree. Six had an advanced 
diploma and 7 had a higher degree. Eight of the advisory teachers replying had been heads 
of department; 6 had been class teachers and 5 had held various other posts. Seven did not 
reply to this section.
In authority D where the team was divided into inspectors and advisers there were 17 
inspectors altogether and 17 advisers including the two principal advisers, two senior 
inspectors and three senior advisers. Twelve of the inspectors were male and 5 were female. 
Nine of the advisers were male and 8 were female. There were inspectors for all the subjects 
of the National Curriculum except physical education and languages where an adviser had to 
double for both roles. There was an inspector but no adviser for English and concern about 
this was expressed by various groups of teachers and headteachers.
Fourteen inspectors and 10 advisers replied to the questionnaire. Five had been in 
advisory work between 0 and 5 years, 7 between 6 and 10 years and one between 16 and 20 
years. Eleven did not reply to this section. Among the inspectors 5 were between the ages of 
36 and 45 years and 9 were between the ages of 46 and 55 years. All but one had a teachers’ 
certificate or PGCE and 12 had a degree, 4 had an advanced diploma and 7 had higher degrees. 
One person did not reply to this section. Eight had been headteachers in their previous posts, 
2 had been heads of department and 2 had had other responsibilities. Two did not reply to this 
section.
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Among the advisers, one was aged between 36 and 45 years, 6 were aged between 46 
and 55 years and one was aged between 56 and 65 years. Two people did not reply to this 
section. Seven had teachers’ certificates orPGCEs, 5 had degrees, 1 had an advanced diploma 
and 2 had higher degrees. Six had worked as advisers for between 0 and 5 years, 1 had been 
an adviser for between 16 and 20 years and one had been in advisory work for between 26 
and 30 years. Two did notreply to this section. One had been a headteacher, one a deputy head, 
2 had been heads of department, one a classroom teacher and three had held various other 
posts. Two did not reply to this section.
It is interesting to note that in this authority the male/female balance was better for 
advisers than for inspectors. The inspectors were also better qualified than the advisers.
Only 6 advisory teachers out of 52 replied to the questionnaire in spite of a reminder 
being sent. Of these 2 were male and 4 were female. In the team as a whole 23 were female 
and 29 were male. Three were between 36 and 45 years of age and 3 between 46 and 55 years. 
Four had teachers’ certificates or PGCEs and four had degrees. Two had both. Four had 
advanced diplomas and 3 had higher degrees. Five had been advisory teachers for 0 to 5 years 
and one had held such a post for between 6 and 10 years. One had been a deputy head before 
coming into the present post, one had been a head of year, one a class teacher and one an 
advisory teacher. Two did not reply to this section.
These figures suggest that in all 4 authorities, advisers and inspectors are well qualified 
for their work, both academically and in terms of previous employment. The proportion who 
had first degrees (82%) compares interestingly with the 42% found by Bolam in the 1970s 
and probably reflects the increase in graduates in the teaching profession. Forty eight per cent 
also had higher degrees.
The range of previous posts is also interesting. Twenty four (45%) had held headships 
of primary or secondary schools compared with 23% in Bolam’s study. Five (10%) had been 
deputy heads or held other senior management posts. Nine (17%) had been heads of 
department and nine (17%) classroom teachers and 6 (11%) had been involved in teacher 
training. There was also a range of other posts which included some administrative posts and 
some involved with local or national projects.
In 3 of the 4 authorities there were more men than women in advisers’ and inspectors’ 
posts. Overall 59% of the advisers and inspectors were male and 41% female.
The questionnaire survey
This chapter addresses two questions:
How do headteachers and teachers view the knowledge, skill and experience of 
advisers, inspectors and advisory teachers?
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Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development?
Headteachers* views of the knowledge, skill and experience of advisers and inspectors 
Headteachers were given 6 statements about the advisory service in their authority and asked 
to say whether they agreed, were neutral or disagreed. Statements marked ‘agreed’ were 
allocated 3 points, those marked ‘neutral’ 2 points and those marked ‘disagreed’ one point.
Scores were generally high and 24 scores out of 30 (80 %) were at 2.50 or above. There 
were no scores below 2.00. The fold out table on page 260 may be read in conjunction with 
the information about each authority’s performance. Average scores were as follows: 
Authority A  2.81
Authority B 2.67
Authority C 2.67
Authority D 2.47 for advisers 2.37 for inspectors
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HEADTEACHERS' VIEWS OF THE  
KNOW LEDGE, SKILL AND EXPERIENCE  
OF ADVISERS AND INSPECTORS
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Authority A  had good scores throughout and had the highest scores for all but one item. 
Authority B also had scores above 2.50 throughout but had neither the highest or the lowest 
score for any item. Authority C’s scores were all good and they had the highest score for one 
item and the lowest score for none. Authority D advisers had 3 scores above 2.50 and the 
lowest score for 3 items. Authority D inspectors also had 3 good scores and the lowest scores 
for 3 items.
The highest score from authority A  was for ‘Have professional expertise* (2.93). There 
was also a high score for ‘Have specialist skills’ (2.85). Their lowest score which was still a 
very good score was for ‘Do work of high quality’ (2.73).
Authority B ’s highest scores were for ‘Have professional expertise’ (2.76) and ‘Do 
work of high quality’ (2.76). Their lowest scores were for ‘Have personal credibility’ (2.52) 
and ‘Are enthusiastic and stimulating’ (2.52).
The highest score from authority C was for ‘Do work of high quality’ (2.79) and then- 
lowest score was for ‘Have good general knowledge of education’ (2.52).
Authority D advisers had their highest scores for ‘Have specialist skills’ (2.60) and 
‘Have professional expertise’ (2.60) Their lowest score was for ‘Have good general 
knowledge of education’(2.26). The inspectors in this authority had their highest score for 
‘Have professional expertise’ (2.67) and their lowest score for ‘Are enthusiastic and 
stimulating’ (2.15).
All 4 authorities had scores above 2.50 for ‘Have professional expertise’ and scores 
were also high for ‘Have specialist skills’. No item had a poor score.
Headteachers* views of the knowledge, skill and experience of advisory teachers 
Headteachers were given the same statements for advisory teachers as for advisers and 
inspectors and asked to react in the same way. Scoring was also similar. Scores were slightly 
lower than those for advisers and inspectors with 17 (71%) scores at 2.50 or above. They can 
be seen in summary on the fold out table. There were no scores below 2.00. The average scores 
were as follows:
Authority A  2.64
Authority B 2.71
Authority C 2.58
Authority D 2.50
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Authority A had 4 scores above 2.50 and had the highest score for one item and the 
lowest for one. Authority B had all good scores and had the highest score for 4 items and the 
lowest for none. Four of authority C’s scores were above 2.50 and they had the highest score 
for 2 items, sharing this with authority B for one of scores. They had the lowest score for one 
item. Authority D had 3 good scores, the highest score for none and the lowest score for 4.
Authority A  had a very high score for ‘Have specialist skills (2.91). Their lowest score 
was ‘Have personal credibility’ (2.32).
Authority B had high scores for ‘Have professional expertise’ (2.80), ‘Do work of high 
quality’ (2.80) and ‘Are enthusiastic and stimulating’ (2.84). Their lowest score was also for 
‘Have personal credibility ‘ (2.52).
Authority C ’s highest scores were for ‘Have specialist skills’ (2.80), ‘Have profes­
sional expertise ’ (2.80) and ‘Do work of high quality ’ (2.84). Their lowest score was for ‘Have 
good general knowledge of education’ (2.16).
The highest score for authority D was for ‘Have specialist skills (2.70) and the lowest 
score was for ‘Have good general knowledge of education’ (2.24).
Scores were above 2.50 in all 4 authorities for 3 items - ‘Have specialist skills’, ‘Have 
professional expertise ’ and ‘Do work of high quality ’. The items which scored least well with 
only authority B scoring above 2.50 were’ Have personal credibility’ and ‘Have good general 
knowledge of education’.
Teachers’ views of the knowledge, skill and experience of advisers and inspectors 
Teachers were asked to grade the same statements as headteachers and these were scored in 
the same way. Scores were fairly high but not as high as those from headteachers. Fifteen 
(50%) of the 30 scores above 2.50 compared with 80% in the views of headteachers and no 
score was below 2.00. They are summarised on the fold out table. Average scores were as 
follows:
Authority A  2.68
Authority B 2.52
Authority C 2.40
Authority D 2.49 for advisers 2.47 for inspectors
255
TEACHERS' VIEWS OF THE  
KNOW LEDGE, SKILL AND EXPERIENCE  
OF ADVISERS AND INSPECTORS
Fig. 12.3
AUTHORITY A
3.00 -»
2.50
&
o
3<L>OO
2o><
2.00
1.50-
1.00 —“ 5 > o  VO 
CQ CQ
AUTHORITY B
3.00 -i
2.50
8. 2.00
2o
3o
a*2V><
1.50 —
1.00 «—• cs m  T f w-i vo 
m  ca pa co cq pq
AUTHORITY C
3.00 n
2.50-
& 2.00 “H
2o
3
a  1-50H
m
1.00 _
—  cs m  T t m  vo 
CQ CQ CQ CQ CQ CQ
AUTHORITY D
2.50
K 2.00 
3o
a1g 1.50 ><
1.00 r“cs cn rf vn vo 
C Q c Q  CQ CQ  C Q  CQ
B1 Have personal credibility
B2 Have good general knowledge of education
B3 Have specialist skills
B4 Have professional expertise
B5 Do work of high quality
B6 Are enthusiastic and stimulating
256
Authority A  had the highest score for 5 of the six items and the lowest score for none. 
Five items were also above 2.50. Authority B had the highest score for one item and the lowest 
score for one with 3 scores above 2.50. Authority C had the lowest score for 4 items and the 
highest score for none, but 2 of the scores were above 2.50. Authority D advisers had neither 
the highest nor the lowest score for any item but had 2 items above 2.50. Inspectors had the 
lowest score for one item and 3 items with scores above 2.50.
Authority A  had good scores for ‘Have good general knowledge of education’ (2.78), 
‘Have specialist skills’ (2.78) and ‘Have professional expertise’ Their lowest score was for 
‘Are enthusiastic and stimulating’ (2.39).
Authority B had a very good score for ‘Have specialist skills ’ (2.90). Their lowest score 
was also for ‘Are enthusiastic and stimulating’ (2.21).
Authority C ’s highest scores were for ‘Have specialist skills’ (2.67) and ‘Have 
professional expertise’ (2.62). Their lowest score was for ‘Do work of high quality’ (2.21).
Authority D advisers scored well for ‘Have specialist skills’ (2.74) and ‘Have 
professional expertise’ (2.68) with their lowest score for ‘Are enthusiastic and stimulating’ 
(2.32) which was also the lowest scoring item for authority D ’s inspectors (2.27). The 
inspectors’ highest scores were for ‘Have good general knowledge of education’ (2.61) and 
‘Have professional expertise’ (2.65).
Two items ‘Have specialist skills’ and ‘Have professional expertise’ had scores above 
2.50 from all 4 authorities. One item ‘Are enthusiastic and stimulating’ had no score above 
2.50. ‘Have personal credibility’ and ‘Do work of high quality’ had good scores from 
authority A  only.
Teachers’ views of the knowledge, skill and experience of advisory teachers 
Teachers were asked to grade the same 6 statements for advisory teachers as for advisers and 
these were dealt with in a similar way. Nineteen of the 24 items attracted a score of above 2.50 
(79%). This is higher than the teachers’ scores for advisers or headteachers’ scores for 
advisers or advisory teachers. There were no scores below 2.00. The scores are summarised 
in the graphs and on the fold out sheet. Average scores were as follows:
Authority A  2.74
Authority B 2.85
Authority C 2.48
Authority D 2.62
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Authorities A  and B had all their scores above 2.50. Authority A  had the highest score 
for one item and authority B for the remaining 5. Neither had any of the lowest scores. 
Authority C had the lowest scores for 5 of the 6 items and authority D for the remaining one. 
Authority C had 3 scores above 2.50 and authority D had 4.
Authority A  had high scores for ‘Have specialist skills’ (2.78), ‘Have professional 
expertise’ (2.80) and ‘Do work of high quality’ (2.80). Their lowest score was for ‘Have good 
general knowledge of education’ (2.66).
Authority B had high scores throughout except for ‘Have good general knowledge of 
education’ (2.65) which was still a good score. Their highest scores were for ‘Have specialist 
skills’ (2.96), ‘Have professional expertise’ (2.91) and ‘Do work of high quality’ (2.91).
The highest score for authority C was for ‘Have professional expertise’ (2.73) and the 
lowest score was for ‘Have good general knowledge of education’ (2.14).
Authority D had high scores for ‘Have specialist skills’ (2.83) and ‘Have professional 
expertise’ (2.80). Their lowest score was for ‘Have personal credibility’ (2.43).
Three items had scores of above 2.50 from all 4 authorities. These were ‘Have specialist 
skills’, ‘Have professional expertise’ and ‘Do work of high quality’. No item had particularly 
low scores.
Overall view of scores for knowledge, skill and experience
Two items in this list had good scores from every group. These were ‘Have professional 
expertise.’ and ‘Have specialist skills.’ ‘Have personal credibility’ had 7 scores of the 18 
above 2.50. ‘Have good general knowledge of education’ had 10 such scores and the 
remaining two items ‘Do work of high quality’ and ‘Are enthusiastic and stimulating’ had had 
13 and 9 such scores respectively.
Authority A  did better than the other authorities where advisers were concerned and 
authority B concerning advisory teachers.
Overall we might conclude that headteachers and teachers thought well of the 
knowledge, skill and experience of advisers and advisory teachers.
Comparison of the knowledge scores with those for the key areas
The average scores for knowledge, skill and experience were compared with those for the key 
areas of inspection, advice and support and in-service education. The correlation (Pearson’s 
Product Moment Coefficient) for inspection gave a score which was significant at a level 
between 2 and 5%. For advice and support and teacher development the correlation was 
significant at the 1% level.
There would therefore seem to be a strong association between the views of headteach­
ers and teachers of the knowledge, skill and experience of advisers and advisory teachers and 
their views of advisory performance in all 3 key areas.
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Comments in questionnaires
There were no comments about knowledge, skill and experience in the questionnaires apart 
from comments about credibility which have already been quoted in the chapters on 
inspection and advice and support.
Evidence from interviews
Nine statements were made about experience, skill and knowledge, some covering several 
points. Six came from authority A  and one came from each of the other 3 authorities.
Two chief advisers made statements about their view of the knowledge, skill and 
experience required in advisers and inspectors:
Q What do you look for in appointing advisers?
C A Not in order of importance - intellectual ability - by that I mean that they have the ability to analyse, the 
ability to observe sharply, to synthesise. It’s a practical intelligence if you like. A reasonable background 
of suitability in terms of experience and expertise. Personality, which is absolutely crucial and 
fundamental. If you’ve got the other things and you haven’t got the right personality... whereby people 
feel that they like to talk to (you) - 1 like to feel that you can have a discussion with a person. It’s very 
much a debate, a discussion, you get into areas - educational, philosophical, intellectual in an exploratory 
way. Genuine meeting of minds - you feel there is a mind there you can engage with and it’s interesting 
to talk to them. There is a basic humility and sympathy for other people and that there is potential - there’s 
something there that they can build on themselves. If the door is open they’ll take advantage of that So 
experience, a practical intelligence because without that you’re dull and if you can’t get to the point 
quickly and see the issues, if you’re not aware of blindness you’re going to be terribly frustrating to other 
people. Quality of personality is very, very important and then aspects of potential.
Chief Adviser, authority B
Q Have you any thoughts about what is associated with effectiveness?
Cl I think people being able to demonstrate quite high level skills in their job. For example, in working with
governors, which is becoming more and more of an issue in influencing headship appointments...
Also being able to go into a school and pick up very quickly significant things about a school and 
know what areas to focus on so that you can really get people to address the issues they may well walk 
around. Being able to spot such things. I think also understanding how schools operate under LMS 
enables people to be very effective because its the major preoccupation at the moment...
I think also being able to influence headteachers and members, a wide and diverse range of people 
to look at very challenging issues, I think makes inspectors very effective, but also in terms of making 
inspection reports constructive so that schools are able to take on the issues. I think the need in this day 
and age trying to hold on to a few educational principles and remind people of them - often - is again 
something concerned with effectiveness.
Chief Inspector, authority A
It is interesting to compare these statements with those of headteachers:
Q What’s your picture of the effective adviser?
A Somebody who’s sympathetic, communicates well, professional expertise, both particular and on the 
broader front and somebody who can listen.
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B I think delivering what they say they will deliver in terms of efficiency and knowledge and certainly quite
handy for someone saying, ‘I don’t know but can suggest a way of your finding out’ or of them finding 
out and getting back to you. But, you know, people who’ll see things through once they’ve agreed (a way 
forward) have taken it on board to deliver then what they say they’re going to deliver and I think we judge 
people, don’t we, on their ability to deliver, to accomplish in this area.
Secondary school headteacher, authority D
The question of credibility was discussed in the chapter on inspection and advice and 
support (cf. pp. 166,172,173,200,203). It is also relevant here as the following comment 
shows:
We also questioned why none of the inspectors had had recent experience, you know, in the last 4 years, 
in a junior school, when all the major changes have happened in the last 4 or 5 years. So teaching 
experience 10 years ago is not really relevant to today’s problems.
Primary school teacher, authority A
Various points were made about the particular skills which were looked for in advisers:
I think from the technology point of view when there's so much change going on at the moment... you 
get the feeling on occasions that you’re working in separate little outposts all doing the same things in 
slightly different ways, whereas you benefit greatly from hearing of the experience in other schools and 
how they’ve approached it and where there are national trends what the national trends are.... And I think 
in some ways the problem for us is that the advisory service is not very far ahead of where we are and 
things like SATs, they don’t know what’s going to happen yet and they’re still waiting to have them 
delivered and so whatever comes in at the moment there’s an enormous rush and the thing that you share 
in common is that nobody quite knows what’s coming next.’
Secondary school head of department, authority A
On certain occasions I’ve been slightly worried about a head of department appointment, not having 
specialised knowledge in a particular area and you can ’ t get it from elsewhere and on at least 3 occasions 
with different subjects, inspectors have taken a lot of time and trouble to come in and interview when 
it comes to head of department and I think that’s valuable because you’ve got no one in your school who 
has expertise in science, for example, technology or whatever.
Secondary school headteacher, authority A
It is quite clear that inspectors have had quite an important role to play in terms of appraisal of heads as 
part of the appraisal teams and I think this has proved to be quite valuable in terms of our own 
development.
Secondary school headteacher, authority A
Inspectors and advisers, particularly those in a small team, were conscious of their own 
need to have a wide range of skills. This will become more of a problem as teams diminish.
We’re all needing to learn about special needs whether it relates to our phase or subject area, so I think, 
particularly as our team dwindles, we do become more experts on everything.
Primary inspector, authority A
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Summary
Findings in relation to the questions asked
1 Headteachers and teachers generally had positive views of the knowledge, skill and 
experience of inspectors, advisers and advisory teachers. The items ‘Have professional 
expertise’ and ‘Have specialist skills’ in particular, received good scores throughout 
and no item in this section of the study had a poor score.
2 The scores for knowledge, skill and experience correlated highly with those for all 3 
key areas This is very much the result which we might expect.
Other findings
1 This study shows that the qualifications and level of previous experience of advisers 
and inspectors in the 4 authorities are above those found in the survey by Bolam in 1978. 
Eighty two per cent of advisers in these 4 authorities had first degrees compared with 
42% in Bolam’s study. Forty eight per cent also had higher degrees which are not 
recorded in the Bolam study. Forty five per cent had been heads of schools in this study 
compared with 23% in Bolam’s study. The age range has remained much the same. If 
these authorities are representative of the national population of advisers, this could 
mean that there has been a general rise in qualifications and level of experience among 
advisers since the Bolam survey.
2 Authority A  headteachers and teachers viewed the knowledge, skill and experience of 
their advisers more highly than their counterparts in the other authorities. In authority 
B headteachers and teachers viewed the knowledge, skill and experience of advisory 
teachers more highly than those in the other 3 authorities.
3 Chief advisers looked for the following in advisers and inspectors: intellectual ability, 
the ability to analyse, the ability to observe and pick up significant points quickly in 
schools, knowing what areas to focus on in schools, personality, basic humility and 
sympathy with other people, being able to influence people, potential, skill in reporting 
on inspections, understanding of school finances, having educational principles.
4 Headteachers and teachers looked for the following: sympathy, good communication, 
professional expertise, efficiency in delivering what was agreed, skill in handling 
people, counselling skills, success and reputation in previous work, having clear ideas
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5 There was some concern about credibility but the question on credibility had 7 good 
scores above 2.50 and no poor scores below 2.00 which suggests that the concern about 
credibility expressed in comments and statements in the chapters on inspection and advice 
and support is not as widespread as the number of comments would lead one to believe.
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13 RELATIONSHIPS
Introduction
The question of relationships between advisers, inspectors or advisory teachers and headteach­
ers and teachers came up in most of the discussions. Unless an adviser, inspector or advisory 
teacher can make good relationships quickly with headteachers and teachers, his or her work 
is likely to be in vain. The success of advisory work depends upon the formation of 
relationships of trust and confidence.
Relevant literature
Gibson (1981, pp.178,181,184) looked at a small group of advisers as part of the Cambridge 
Accountability Project He described the views of these advisers as follows:
All view their principal task as helping to ensure the continued improvement of the education of children 
in their authority ’ s schools. To achieve this task, advisers are concerned to build a relationship of mutual 
trust and confidence with heads and teachers, by offering advice, guidance and support However, 
advisers are clearly aware that they are, by virtue of their central task, the major channel of accountability 
between school and LEA.
He quoted a teacher as stressing the importance of relationships:
The whole question hinges around personal relationships and I suppose that what I realised is that the 
adviser’s first job is to build up relationships with colleagues.
The evidence of the Cambridge study was that the good relationships which were seen 
as essential to the effectiveness of advisory work genuinely did exist with a high level of 
mutual respect:
Teachers who have regular and significant contact appear to understand the difficulties advisers face in 
successfully performing their diffuse and delicate task and see them as valuable colleagues.
Teachers said they respected the views of advisers because they saw a lot of schools and 
brought an outside view. They tended to comment on what they thought of the adviser as a 
person and then go on to comment on particular expertise.
Margerison (1978, p. 183) noted the importance of understanding the culture and the 
context in which a client works and the position of the person being advised, before offering 
advice.
The adviser is continually trying to establish a relationship that is mutually acceptable to himself (sic) 
and his client. This is an on-going informal negotiation. Each person seeks permission to act in relation 
to the other. Each person seeks to find the common ground for dialogue and action.
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Hardcastle (1988, pp.204,206) wrote of mentorship in North America, which is the role 
in which advisory teachers sometimes find themselves. He quoted one teacher experiencing 
a mentor as saying ‘Gradually, as I got to know him, I discovered his confidence in me, which 
in turn inspired confidence in myself.’ Another spoke of the mentor as having ‘A  strong and 
subtle sense of humour and (being) extremely perceptive’.
Gray (1987, p.l 1) wrote of the need of headteachers for counsellors:
I think the only way many heads will be helped to accept full responsibility as managers without wanting 
to escape into teaching is if they can draw on the help of experienced management counsellors. A 
management counsellor is a professional consultant who can talk with the head at a very personal level 
about the concerns of running a school and give advice on ways to tackle management problems.
Whitehead (1981, pp. 14,15) in describing a piece of development work with teachers 
stressed the need for trust:
This trust developed gradually over a period of months as all the participants came to see that everyone 
was concerned to support the individual teachers in their attempts to improve the quality of education 
for their pupils. We also came to understand what each person had to contribute to the process.
Garnett (1977, p.34) studied 6 schools and found that teachers expected from advisers 
‘sympathy, empathy, humility, tolerance, flexibility, self-assurance, competence, humour, 
tact and above all the ability to listen and reflect. ’ The 6 advisers she studied listed ‘ discretion, 
understanding, compassion, professional expertise, acute powers of observation’.
Strong (1992), writing of the role of the advisory services made the following points:
Real success will best be achieved by good relations with the institutions, based on consultation and 
cooperation which is seen to be beneficial to both LEA and schools - the latter will require goodwill on 
the part of both sides and will not happen without a lot of conscious effort, planning and a generous 
attitude.
Straker (1988, p.380) described the negotiation needed by an advisory teacher team 
working with teachers in one authority. One first school teacher commented:
I haven’t had an outsider in my classroom for 15 years. The thought of having an adviser come in and 
show me what to do was quite an ordeal. I felt insulted and also terrified.
Straker went on to describe how teachers came to recognise the benefits of this 
additional expertise:
After initial apprehension the two advisory teachers were recognised as fellow professionals with recent 
and relevant classroom experience. Even those teachers who had expressed reservations initially soon 
felt able to relate to the ESG (Educational Support Grant) teachers and felt comfortable with the new 
working relationship. For example, the teacher who had felt ‘insulted but also terrified’ commented: 
‘The atmosphere is excellent They talk our language because they know what it’s like to have thirty 
children in a classroom. They’re practical and realistic.’
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The situation in the 4 authorities
Each of the four authorities made some comment about relationships in the various papers 
which had been produced.
Authority A, (1991, p.2) speaking of inspections made the following statement:
Inspectors will attempt to be sympathetic and unobtrusive, interfering as little as possible with the normal 
pattern of work.
Another document from this authority speaks of working in partnership with schools 
in order to assist in the processes designed to promote high standards of provision and 
achievement for pupils, students and other users of the service.
Authority B ’s papers (1991, pp.4,8,10) also spoke of partnership with schools and 
collaborative reviewing of work. Information about inspection spoke of the advisory team 
working with individual school staffs ‘The two-fold aims are to identify together the state of 
the school and then to engage in a joint supportive development programme’.
A  statement of of basic expectations of the advisory service contained the following:
i) Advisers must continue to provide leadership in educational thinking and practice;
ii) They must continue to work in partnership with schools, taking the role of ‘critical friend!
Authority B also had a statement of principles for advisers containing the following:
In looking at a school or classroom advisers are entering another’s territory. It is therefore important to 
observe in a way that builds a professional relationship and uses the long term nature of the advisory role.
In visiting and observation good advisers are able to influence by building confidence, prompting 
observation or reflection, giving opportunities for development e.g. responsibility for INSET, having 
high expectations, valuing the complexity of the teacher’s role, valuing their commitment.
Authority C ’s papers (1989, pp.1,2) also spoke of partnership and suggested that the 
role of advisers should be proactive. They included the following statements:
We need to be:
1 Caring professional colleagues who:
develop strategies for helping institutions to make sense of change; 
actively support and encourage curriculum development; 
inspire confidence in our ability to provide sound professional advice; 
support heads, principals, teachers, governors, lecturers;
2 Critical friends who help teachers/ lecturers:
engage in rigorous debate;
raise questions about the processes they are engaged in; 
focus on learning;
create an environment where they are involved actively in self management and self monitoring; 
4 Counsellors who:
provide support and a listening ear, 
help raise morale;
help teachers/lecturers/other colleagues think through issues and come to decisions for them­
selves.
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Authority D (1991, p.8) made the point that ‘the relationship between the staff of the 
Inspection, Advice and Support Service and the schools and colleges of the County has many 
similarities to the client/consultant relationship'. They also stressed the importance of people 
and listening to clients. Like the other 3 authorities they were concerned to make their 
inspections collaborative, involving the school in the process of planning and carrying out the 
inspection.
The questionnaire survey
This chapter addresses the following questions:
1 How do headteachers and teachers view relationships with advisers, inspectors and 
advisory teachers?
2 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development?
Headteachers’ views of the relationship with advisers
Headteachers were asked to state whether they agreed, were neutral or disagreed with 8 
statements. Replies were scored 3 for ‘agreed’, 2 for ‘neutral’ and 1 for ‘disagreed’. Scores 
were reasonably high with 27 (67%) out of 40 scores at 2.50 or above (good scores) and only 
one score averaging below 2.00 (poor score). The scores are summarised in the fold out table 
on page 278. Average scores were as follows:
Authority A  2.83
Authority B 2.65
Authority C 2.66
Authority D 2.52 for advisers 2.16 for inspectors
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Authority A  had all scores above 2.50 and also had the highest score for every item. 
Authority B had good scores for all but one score and the lowest score for none. Authority 
C had 6 of the 8 scores above 2.50 and the lowest score for none. Authority D advisers had 
5 good scores and the lowest score for none while authority D inspectors had only one item 
above 2.50, the lowest score for every item and one score below 2.00. It is perhaps not 
surprising that inspectors should score badly in this section in that teachers have already been 
shown in other chapters to be somewhat threatened by the idea of inspectors, (cf pp.167,8,9,178)
Authority A  had very good scores for ‘Are prepared to listen’ (2.90), ‘Treat headteach­
ers as professional colleagues’ (2.90) ‘Are professional’ (2.98), ‘Are supportive to headteach­
ers’ (2.90). Their lowest score was for ‘Give headteachers confidence’ (2.66).
Authority B had good scores for ‘Treat headteachers as professional colleagues’ (2.80), 
‘Are professional’ (2.76) and ‘Are supportive to headteachers’ (2.76). Their lowest score was 
for ‘Are clear and concise in the suggestions they offer’ (2.48).
Authority C had good scores for ‘Treat headteachers as professional colleagues’ (2.86), 
‘Are professional’ (2.93) and ‘Are supportive to headteachers’ (2.76). Their lowest score was 
for ‘Are clear and concise in the suggestions they offer’ (2.38).
The highest score for Authority D advisers was ‘Treat headteachers as professional 
colleagues’ (2.79). Their lowest score was for ‘Give headteachers confidence’ (2.26). The 
inspectors highest score was also for ‘Treat headteachers as professional colleagues’ (2.62) 
and their lowest score for ‘Give headteachers confidence’ (1.98). They also had compara­
tively low but satisfactory scores for ‘Communicate effectively’ (2.17) and ‘Are clear and 
concise in the suggestions they offer’ (2.14).
One item ‘Treat headteachers as professional colleagues’ had scores above 2.50 
throughout. Four other items had 4 out of the 5 scores above 2.50. They were ‘Are sensitive 
to school situations’, ‘Are prepared to listen’, ‘Are professional’ and ‘Are supportive to 
headteachers’. The lowest scoring item was ‘Are clear and concise in the suggestions they 
offer’ which had only one score above 2.50.
Headteachers* views of the relationships with advisory teachers
Headteachers were asked to agree, remain neutral or disagree with the same statements for 
advisory teachers as for advisers and inspectors except for one item ‘Give headteachers 
confidence’. Scores were generally high with 21 (75%) above 2.50 and none below 2.00, 
They are summarised in the fold out table. Average scores were as follows:
Authority A  2.57
Authority B 2.69
Authority C 2.62
Authority D 2.53
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Authority A had 5 of the 7 scores above 2.50 and had the highest score for one item and 
the lowest score for 2. Authority B had all items above 2.50 and had the highest scores for 3 
items and the lowest scores for none. Authority C had 5 good scores, with the highest scores 
for 3 and the lowest scores for 2. Authority D had 4 good scores and the lowest scores for 3.
Authority A ’s highest scores were for ‘Treat headteachers as professional colleagues’
(2.77) and ‘Are professional’ (2.82). Their lowest score was for ‘Are sensitive to school 
situations’ (2.23).
Authority B ’s highest scores were for ‘Are prepared to listen’ (2.80), for ‘Treat 
headteachers as professional colleagues’ (2.76) and ‘Are professional’ (2.76). Their lowest 
score was for ‘Communicate effectively’ (2.56).
Authority C had high scores for ‘Treat headteachers as professional colleagues’ (2.80) 
and ‘Are supportive to headteachers’ (2.76). Their lowest scores were for ‘Are sensitive to 
school situations’ (2.48) and ‘Are clear and concise in the suggestions they offer’ (2.48).
Authority D had high scores for ‘Treat headteachers as professional colleagues’ (2.70) 
and ‘Are professional’ (2.73) Their lowest score was for ‘Are clear and concise in the 
suggestions they offer’ (2.19).
Four of the items had all good scores. These were ‘Are prepared to listen’, ‘Treat 
headteachers as professional colleagues’, ‘Are professional ’ and ‘Are supportive to headteach­
ers’. Two items had only one score above 2.50. These were ‘Are sensitive to school situations’ 
and ‘Are clear and concise in the suggestions they offer’. The remaining item, ‘Communicate 
effectively’ had good scores from 3 of the 4 authorities.
Teachers’ views of the relationship with advisers and inspectors
Teachers were asked to evaluate the same statements as headteachers except that 2 had been 
added. These were ‘Are approachable’ and ‘Are non-threatening’ Scoring was carried out in 
a similar way. Teachers had a poorer view of their relationship with advisers and inspectors 
than headteachers. There were only 21 good scores of (42%) out of 50 possible scores 
compared with 67% from headteachers. Scores are summarised on the fold out table. Average 
scores were as follows:
Authority A  2.58
Authority B 2.41
Authority C 2.55
Authority D 2.49 for advisers 2.25 for inspectors
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Authority A  had scores of 2.50 or above for 5 of the 10 items and had the highest score 
for 5 and the lowest score for none. Authority B also had good scores for 5 items and had the 
highest score for one item and the lowest score for 4. Authority C had 6 good scores and had 
the highest score for 4 items and the lowest score for none. Authority D ’ s advisers had 5 scores 
of 2.50 or above but neither the highest or the lowest score for any item. Authority D 
inspectors had one item of 2.50 and one below 2.00. They had the lowest score for 6.items.
Authority A  had high scores for ‘Treat teachers as professional colleagues’ (2.83) and 
‘Are professional’ (2.93). Their lowest scores were for ‘Are non-threatening’ (2.29) ‘Give 
teachers confidence’ (2.36).
Authority B had a high score for ‘Are professional’ (2.83) and low scores for ‘Give 
teachers confidence’ (2.10), ‘Communicate effectively’ (2.14) and‘Are clear and concise in 
the suggestions they offer’ (2.00).
Authority C had high scores for ‘Treat teachers as professional colleagues’ (2.83) and 
‘Are professional’ (2.92). Their lowest score was for ‘Are clear and concise in the suggestions 
they offer (2.17).
Authority D advisers highest score was for ‘Are prepared to listen’ (2.67) and their 
lowest score was for ‘Are clear and concise in the suggestions they offer’ (2.26). The 
inspectors’ highest score was for ‘Are prepared to listen’ (2.50) and their lowest score was 
for ‘Are non-threatening’ (1.92). This is perhaps an expected result. We have already seen in 
chapter 8 that teachers tend to regard inspectors as threatening.
Only one item has good scores for all the authorities. This is ‘Are prepared to listen’. 
‘Are supportive to teachers’ had a score of 2.50 or above for all but the inspectors in authority 
D. Four items, ‘Are sensitive to school situations’, ‘Give teachers confidence’, Communicate 
effectively’ and ‘Are clear and concise in the suggestions they offer’ had no good scores but 
no poor scores either.
Teachers’ views of the relationship with advisory teachers
Teachers have a much more favourable view of relationships advisory teachers than they have 
of relationships with advisers. Thirty of the 40 items (75%) had scores of 2.50 or above 
compared with 42% for advisers. The equivalent for headteachers was 67%. A  summary of 
scores can be seen in the graphs on the next page and on the fold out table. The average scores 
were as follows:
Authority A  2.66
Authority B 2.88
Authority C 2.60
Authority D 2.59
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Authority A  had 8 out of the 10 scores above 2.50 but had none of the highest and 2 of the 
lowest scores sharing one with authority C. Authority B had all scores above 2.50 and had the 
highest scores for every item. Authority C had 6 scores of 2.50 or above and 5 of the lowest 
scores. Authority D had 6 scores of 2.50 or above and 4 of the lowest scores.
Authority A  had high scores for ‘Are professional’ (2.83) and ‘Are approachable’
(2.78). Their lowest score was for ‘Are sensitive to school situations’ (2.46).
Authority B had good scores throughout, with very high scores for ‘Are prepared to 
listen’ (2.96), ‘Areprofessional’ (2.96), ‘Are approachable’ (2.96) and ‘Arenon-threatening’ 
(2.96). Their lowest score, still a good one, was for ‘Give teachers confidence’ (2.74).
Authority C had very high scores for ‘Are professional’ (2.95) and ‘Are non­
threatening’ (2.91). Their lowest score was for ‘Are sensitive to school situations’ (2.14).
Authority D ’s highest scores were for ‘Are prepared to listen’ (2.77) and ‘Are 
approachable’ (2.77). Their lowest score was for ‘Communicate effectively (2.37).
Six of the 10 items had good scores from all 4 authorities. These were: ‘Are prepared 
to listen’, ‘Treat teachers are professional colleagues’, ‘Are professional’, ‘Are approach­
able’, ‘Are non-threatening’, ‘Are supportive to teachers’. Of the remaining 4 items 2 had 
good scores from 2 of the authorities and the remaining 2 from one only. These were ‘Are 
sensitive to school situations ’ and ‘Are clear and concise in the suggestions they offer’. There 
were no poor scores.
Overall view of scores for relationships
One item had good scores throughout. This was ‘Are prepared to listen’. Another had good 
scores for all but 2 items,This was ‘Are professional’. ‘Treat headteachers as professional 
colleagues’ and ‘Are supportive to headteachers/teachers’ had only two scores below 2.50. 
It is interesting to note that in all 3 cases one of the scores below 2.50 was that of inspectors 
in authority D, who were working in a rather different role from the advisers in the other 
authorities. ‘Are sensitive to school situations’ had 6 good scores. ‘Are approachable,’ which 
applied to teachers only, had good scores for all the items except for authority D ’s inspectors. 
‘Are non-threatening’ had good scores for all but 4 of the 9 items. Authority D ’s inspectors 
had a poor score for this item, the only one among all those for relationships. ‘Give 
headteachers/teachers confidence’ had 4 good scores, ‘Communicate effectively’ had 8 and 
‘Are clear and concise in the suggestions they offer’ had only 3.
Authority A had 26 good scores (74%). Authority B had 29 which was83 %. Authority 
C had 23 good scores or 66%. Authority D advisers achieved 20 good scores (57%) and their 
inspectors had only 12 or 34%, which is perhaps understandable and may be caused by the 
role rather than the people concerned. Authority A  had the highest average scores for advisers
276
from both headteachers (2.83) and teachers (2.58) andauthority B for advisory teachers (2.69) 
and (2.88). Headteachers valued the relationships of advisers more highly than advisory 
teachers and teachers valued the relationships of advisory teachers more highly than those 
with advisers.
It could be concluded from these results that the relationships of the advisers, inspectors 
and advisory teachers in these four authorities were felt by headteachers and teachers to be 
good.
Comparison of the relationships scores with those for the key areas 
The average scores for relationships were compared with those for the key areas of inspection, 
advice and support and in-service education. The correlation coefficient for inspection was 
0.155 which was not significant. For advice and support, r = 0.719, which was significant at 
the 1% level. The result for teacher development was r = 0.650 which was significant at the 
5% level.
These results are not very surprising. Advice and support is not likely to be successful 
unless relationships are good and the scores above show that in the 4 authorities concerned 
this was the case. The same is true of in-service education. Where inspection is concerned we 
have already seen in the chapter on inspection that teachers see it as something of a threat and 
however careful the inspectors may be to establish relationships, they are not likely to be seen 
as having the same kind of good relationships as those concerned with advising. This view 
was supported by the lower scores for the inspectors in authority D. This does not mean that 
good relationships are unimportant in inspection, merely that they are harder to achieve.
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Comments in questionnaires
Only 2 comments were made in the questionnaires aboutrelationships. They were as follows:
Inevitably some advisers are better than others at establishing relationships with heads and teachers and they 
are therefore more effective.
Primary school headteacher, authority A
"The traditional view held by many teachers of the inspectorate as a group of people to be revered still holds 
although the personal nature and qualities of some of them make them far more approachable than others. 
Primary school teacher, authority A
Evidence from interviews
Eighteen comments were made about relationships in the course of the interviews. Ten of 
these were from authority A, 3 each from authorities B and D and 2 from authority C.
A  number of the comments were about the importance of building a relationship with 
the head and staff of the school:
It is important to build up relationships with the people who are coming in so that you can set a dialogue 
which is good and supportive and developmental.
Primary school headteacher, authority B
I think an attached inspector is actually a very good relationship to maintain because they really do get to 
know that they have a real part to play in evaluating and assessing progress in the school.
Secondary school headteacher, authority A
My general adviser is also adviser for the family of primary schools and that cross phase link has been 
absolutely vital in terms of setting up the relationship and working relationships that progress from Key 
stage 2 to Key stage 3 and to be able to work to an adviser on that has been quite a useful thing. 
Community College Principal, authority C
Q What about positive things about advisers?
A There’s somebody you can ring up and say, ‘Can I have a chat?’ Sometimes it gets a bit like that. You feel 
you want somebody to talk to. That, of course, becomes a personal thing - the relationship you have with 
the adviser.
Primary school headteacher, authority B
A The effective adviser establishes the relationship with the school, with the head, with the teachers in it and 
on the basis of a good relationship, challenges everyone in the school professionally.
B Encourages good practice as well - positive encouragement has the biggest influence on the staff.
C When you’ve got it right, you can say “That’s great, I love that - have you seen - - ?”... but you have to have
the relationship first. What I’m saying is that I think, if folk go in without the relationship... it’s deaf ears.
D Isn’t that how relationships are established also - that you are pointing out the positive and giving some
positive strobes so that you are opening up that person to receive the development that you want to give 
them.
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C You need both is what we’re saying. I think sometimes folk go in with one without the other.
D Yes. I think they do. And I think they go in and try to establish relationships without looking for
something positive that they can comment on for that head, that teacher.
Primary Headteachers, authority B
Some speakers stressed the importance of personal qualities in advisers and advisory 
teachers:
I think the most important of all. I think are the personal qualities - that the moment they come into the 
school, they’ve got a direct relationship with staff. The relationship is set in a very positive way so it does 
depend on the personal qualities of that person, inspector or advisory teacher, regardless of their 
experience or particular brief or the area, because at the end of the day you want the member of staff who’s 
receiving them to be reflective. You want them to take on some of the issues that have come across or 
happened in a very positive atmosphere where there’s trust and understanding and professionalism 
between the teacher and whoever it is, inspector or advisory teacher.
Junior school headteacher, authority A
A I can talk in confidence, you know, on apersonal issue, if I wished, without any hesitation at all and that’s
nice to know.
B Depends on the individual, doesn’t it, but if you’ve got the right person, it’s a source of tremendous
strength.for us to know that you can talk like this.
C It’s the chemistry mix.
A That’s right. Perhaps the selection procedure in the past has never actually thought that was an important
part and so they’ve actually not put that on the list.
B Or it’s not been addressed as a group, how they look at their relationship with the head, the confidentiality
but the support that at the same time they can give the head. And particularly in this climate now, the 
support that we can give them.
C Yes. It’s a two-way process. It’s a support of equals which is important. It’s almost an element of
mentoring in it, isn’t there? You know, you can switch roles, you can listen without providing answers, 
ask appropriate questions in a two-way process which has certainly helped me and hopefully has helped 
my inspector as well.
Secondary headteachers, Authority D
fit does depend on the personality and that’s either going to be its strength or its greatest weakness. I don’t 
know how you can move away from that.
Primary school headteacher, authority C
There was an awareness that relationships were changing with therecentlegislation and 
the changes in the roles of LEA and headteachers and governors:
Since the National Curriculum came in, it’s changing from information gathering to more of a schools’ 
inspection service which ... is moving away from being a critical friend to the inspection... which has 
created tensions within schools because they’re unsure what role the advisers come into school with. 
Primary school headteacher, authority B
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A I think we’re picking up under the 1988 Act, with the shift in role, the changing relationship with the
LEAs and schools, with LMS (Local Management of Schools) that the LEAs are finding it extremely 
difficult to adopt the right sort of culture as it were, to represent our changing relationships.
B Having said that I feel that they’ve made great strides (in our authority). They are more responsive. Hie
language of reports and advice is more guarded. They’ve made progress. The going hasn’t always been 
easy but it has happened and it is happening.
Secondary school headteachers, authority A
I think someone who comes in and makes good and valid criticisms is actually more helpful than 
somebody who comes in and says it’s all lovely.
Nursery school headteacher, authority A
‘ It’s been made very clear by the inspectorate with our regular visits, the pastoral attached inspector,
where we set the agenda for the visit, there’s a moment for the coordinators to give some input, there’s 
a moment for reflection.
Primary school headteacher, authority A
There were some comments about relationships or events which went wrong:
Now he doesn’t have any knowledge other than his liaison prior to the visit with his advisory team of 
that particular curriculum area. The staff know this and they know he’ll have to do his homework at a 
theoretical level before he comes into school. He has no practical credibility at all with the staff and 
because of his communication and personal problems in that he can’t make any kind of relationship, they 
are very, very anxious and up tight about it and there isn’t a lot I can do.
Primary school headteacher, authority D
The chief inspector here had not visited us for many, many, many years, not since she was chief inspector 
and a visit was arranged and my staff found that much more worrying than our attached inspector. Now 
she was actually coming to see me and she was going to look through the school...When she had to cancel 
at the last minute the staff were absolutely furious because they’d got themselves tensed up for her 
coming.
Nursery school headteacher, authority A
The thing, I think, to add to that is that they are somebody, yes, who has got those views but has also got 
the tact and diplomacy to know when to say. I mean we had an unfortunate situation where something 
was said very wrong and it’s destroyed totally relationship. They’ve got to be almost able to know when 
to say it and when not.
Primary school headteacher, authority A
A I think an awful lot depends for success in our terms of the inspection actually depends on the charisma,
the body language and the different personalities of the team. If the body language gives the impression 
‘I am here to inspect’, staff will react in a particular way.
Q What body language conveys ‘I am here to inspect?
A Clipboard. Sitting at the back, making, visibly making notes and the fact that there was very little
communication. For example, an inspector might go into the room. There might be a verbal exchange, 
but it was very ‘I’m here to inspect’ and sit back and just carry on and then after the session there might 
have been a word but nothing in the way of sign language, the warmth, the smile, perhaps a little bit of 
a joke of something about a particular child - those sort of things would have helped to break it down. 
Primary school headteacher, authority A
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In the past there’s been a feeling that an advisory teacher might have a particular point of view and push 
it regardless of the school’s individual policies or the individual member of staff which therefore caused 
a reaction which was often negative.
Primary school headteacher, authority A
It’s to do with personality, credibility. The way they (advisory teachers) relate to children. The staff are 
very quick to pick up advisory staff that are good at it and those that aren’t. The ones that will take the 
class and the ones that will only work with 2 children.
Primary school headteacher, authority D
One person brought out the point that schools were happier when they were clear about 
the functions of those visiting them:
I see a problem where you have an inspectorate service that one the one hand advise and on the other hand 
inspect and the same person can be doing both so that they may only be wearing one hat at a time but 
you know that there is always the other hat that they can put on and so it has to be defined prior to a visit 
as to whether they’re there in a pastoral or advisory capacity or whether it is actually inspectorial. 
Primary headteacher, authority A
These comments all confirm the difficulty advisers, inspectors and advisory teachers 
have in that they are expected to make good relationships with people if they are to be 
effective. While this is true of any work with people, advisory work carries the particular 
difficulty that the time for making the relationship is very short indeed and the adviser is also 
in the role of critical friend. It is much easier to be a friend if one does not have to be critical 
and easier to be critical once you have been accepted as a friend but there may not be time to 
establish friendship. This will certainly be the case with the new arrangements for inspection, 
and the fact that advisory staff will be much more thinly spread in the future (cf. chapter 5 on 
the national survey) also means that they will known well by fewer teachers and headteachers. 
Where advisory teams are marketing their services the ability to make good relationships 
quickly will be very important.
Summary
Findings in relation to the questions asked
1 Headteachers and teachers regard the relationships with advisers, inspectors and 
advisory teachers as good. Headteachers think more highly of relationships with 
advisers than do teachers who think more highly of advisory teachers’ relationships 
than do headteachers. Headteachers rate relationships with advisers more highly than 
those with advisory teachers and teachers rate relationships with advisory teachers 
more highly than those with advisers. These are not very surprising findings since 
headteachers tend to have more contact with advisers than advisory teachers and 
teachers have a closer contact with advisory teachers.
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2 There is a strong correlation between views of relationships and views of advice and
support, significant at the 1 % level. The correlation between views of relationships and 
views of teacher development is significant at the 5% level. That between views of 
inspection and views of relationships is not significant
Other findings
1 Authority A  had the highest scores for every item in the questionnaire on headteachers’ 
views of advisers and inspectors with all scores above 2.50. They also had the highest 
average scores for views of advisers for both headteachers and teachers. Authority D 
inspectors had the lowest score for every item for views of headteachers but it is 
suggested that this is partly due to teachers’ perception of the role of inspectors.
2 Authority B had the highest scores for teachers’ views of advisory teachers with all 
scores above 2.50. They had the highest average scores from headteachers and teachers 
for views of advisory teachers.
3 The evidence from the interviews suggests that if advisers are unable to make good 
relationships they are limited in effectiveness. This ability will be even more important 
in the new pattern of working where schools will decide whether they want the services 
of the advisory staff. They will want people who will appear credible and make good 
relationships very quickly.
■14 THE CULTURE AND CLIMATE OF THE 
ADVISORY TEAM
Introduction
People within an organisation experience that organisation in various ways. This chapter is 
concerned with how the members of the advisory teams in the study view their organisations 
and the effect of this on their work in the key areas.
Relevant literature
A number of writers about effective organisations have suggested that they have a strong 
culture. For example Deal (1985, pp.602,605,608) put forward the proposition that ‘under­
standing the symbols and culture of a school is a prerequisite to making the school more 
effective’. He suggested that policy-making has its chief influence by changing or revital­
ising collective sentiments, values or beliefs. He went on to define what he meant by culture:
Culture is an expression that tries to capture the informal, implicit - often unconscious - side of business 
or any human organisation. Although there are many definitions of the term, culture in everyday usage 
is typically described as ‘the way we do things here’. It consists of patterns of thought, behaviour and 
artefacts that symbolise and give meaning to the workplace. Meaning derives from the elements of 
culture: shared values and beliefs, heroes and heroines, ritual and ceremony, stories, and an informal 
network of cultural players. Effective businesses typically show a remarkable consistency across these 
cultural elements.
He develops this further in relation to schools:
In schools where diverse expectations, political vulnerability, and the lack of tangible products make 
values, beliefs and faith crucial in determining success, the development of a solid culture is even more 
important than i t might be in business.
If this is the case, there is an even stronger case for developing a solid culture for 
advisory teams since the lack of tangible products is even greater and the values, belief and 
faith even more important in the advisory service than in schools.
Beare et al (1989, p. 14, 137) noted that the best schools had developed a common 
culture and a shared vision. They suggested that the culture of a school:
begins to show in the way the school is run, its furnishings, its rewards and punishments, the way its 
members are organised and controlled, who has power and influence, which members are honoured, 
which behaviours are remarked upon. All these things create the school climate.
These things were evident in all schools, but they suggested that it was where the culture 
is a shared one that it became effective in influencing everyone who was part of the school.
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They made the point that the culture of a school depended upon the values held by the 
headteacher and staff. The school needed to develop a philosophy which was based upon 
shared values and which informed everything that happened.They described this as :
A statement of assumptions, values and beliefs about the nature and the purpose of schooling, of learning 
and teaching processes and processes which support learning and teaching.
They suggested that philosophy started with the headteacher and governors and that its 
development involved the staff and to some extent the parents and students with many 
opportunities for people to talk about what they most valued in education, often in the context 
of making decisions about an aspect of the work. Decisions were referred back to a set of 
beliefs and and values to see if they accorded. All of this might well apply to an advisory team.
Every organisation has a culture and a climate of its own and the quality of this may 
determine how effectively it operates. Little (1986, p.331,333,339) studied the way teachers 
learn ‘on the job’. This has implications for the way in which advisers might learn ‘on the job. ’ 
She chose six schools which were representative of different patterns of academic success and 
teacher involvement in in-service training. She interviewed 105 teachers and 14 senior 
managers as well as observing what happened. She concluded that more successful schools 
were differentiated from the less successful by ‘patterned norms of interaction amongst staff. ’ 
She found four classes of interaction which could be called ‘collegial’:
1 Teachers engage in frequent, continuous and increasingly concrete and precise talk about teaching
practice. This builds up a shared language about teaching.
2 Teachers undertake observation and give feedback on actual teaching.
3 Teachers plan, design, research and evaluate and prepare materials together.
4 Teachers teach each other the practice of teaching.
In the more successful schools all four of these activities occurred widely throughout 
the week and throughout the building.
It was difficult to encounter teachers when they were not engaged in some discussion about classroom 
practice.... By contrast, in the less successful schools teachers were likely to report that they restricted 
formal meetings to administrative business and were more likely to consider the faculty lounge as off 
limits to serious discussion.
She concluded that the school as a workplace was extraordinarily powerful. The pattern 
of interaction among the staff created possibilities and set limits.
Staff development appears to have the greatest prospects for influence where there is a prevailing norm 
of collegiality ... By the nature of the talk they hear, the meetings they witness and the appraisal they 
receive, teachers learn a stance towards classroom practice ... Staff development appears to have the 
greatest prospects for influence where there is a prevailing norm of analysis, evaluation and experimen­
tation.
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The words adviser, advisory teacher or inspector might be substituted for teacher and 
the shared language and discussion about teaching become shared language and discussion 
about advisory work.
Whitaker (1990b, p.20) described how a culture is built:
The culture is ‘the way that people interact and relate to each other and the behaviour they display in the 
working environment It includes the ways that values and attitudes are demonstrated, how issues of 
motivation are dealt with, how power and authority is exercised and how conflicts resolved.’
He suggested that there were 4 questions to be considered when attempting to build a 
culture. There was a need to think about the specific values to be promulgated. There should 
be consideration of role boundaries and how authority was defined and shared. There was also 
a need for thought about how issues of culture and climate were to be dealt with. All staff 
needed to be involved with identifying values and with the declared mission of the service. 
Leadership should reflect the corporate values. Issues of culture should be discussed from 
time to time. Communication should be open and positive.
Higginbottom and Conway (1990, p. 16,17) described the way in which the Barnsley 
team set about creating ‘a team climate which is supportive but not cosy to the degree that 
there is little challenge.’ They stressed particularly the importance of evaluating their work 
and took as a model of team development ‘shared decision making, professional creativity, 
collaboration and social and professional support.’
Fullan and Stiegelbauer (1991) wrote of the need for external facilitators of change to 
have the support of a team for their activities.
Dimmock (1982, p. 170) wrote of the micropolitical climate in any organisation. He 
stressed that there was a plurality of interests at work, including personal, professional and 
political interests and that these could conflict and were difficult to disentangle:
Personal interests would include autonomy, status, territory and rewards. Professional interests involve 
commitments to forms of practice... Political interests may involve the pursuit of power for its own sake.
Although this is written with schools in mind much of it applies to advisory teams. The 
same potential conflicts are present.
The situation in the 4 authorities
In all 4 authorities there was evidence from documentation and discussion that advisers had 
been involved in discussion about overall aims and about planning. This was less true of the 
advisory teachers who were involved in such discussion at a local level in many cases but not 
usually with the whole advisory team.
Authority A  had had a new chief inspector as well as a new chief education officer in 
1989 and their present culture had developed very much as a result of the work of the present
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chief inspector. Decisions were nearly always taken as a whole team, since the team was small 
enough to do this and there was a very positive outlook. The team was not really seen as 
including advisory teachers who had little involvement in decision making.
Authority B had had many years of stability under the same chief adviser without too 
many changes. Inspection was developing slowly with careful evaluation of practice. This 
was still giving the team a feeling of security at the time of the field work but the chief adviser 
has now left to work independently and the team is facing tremendous changes. There was 
a mixture of decision making by senior advisers and the chief adviser and involvement of the 
whole team. The outlook was generally positive. Advisory teachers were not involved in 
decision making or seen as part of the advisory team.
Authority C had seen major changes over recent years. The tradition in this authority 
had been for a supportive advisory service which came into schools at the headteacher*s 
request. The changes brought about by the Education Reform Act and the advent of a new 
chief adviser whose task was to implement them had not been easy for this team or for the 
schools who were used to a different culture. The team was undertaking general work for the 
first time and were organised in area teams as well as developing inspection. Some people had 
a very positive outlook about these changes. Others found them difficult. Advisory teachers 
were seen as part of the area teams and there were a number of semi-autonomous teams of 
advisory teachers with their own leaders.
Authority D had also undergone extensive changes following the Education Reform 
Act. In particular a new chief education officer decided, against the wishes of most of the 
team, that inspection and advice should be separated with different teams undertaking each 
activity. This had been well organised and there had been much discussion about both aspects 
of the work and people were gradually coming to terms with an organisation which many, 
probably the majority, felt was wrong. However, they realised that this was the pattern which 
was to be introduced nationally and felt that they had perhaps benefited from having had 
advance experience of a separated team. Advisory teachers were involved to some extent. 
Since the fieldwork, the assistant education officer in charge of the team has left to work 
independently and his work has been taken over by the chief adviser.
The questionnaire survey
This chapter addresses the following questions:
1 How far do advisers, inspectors and advisory teachers feel themselves to be part of a 
team culture and climate?
2 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development?
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The set of criteria headed ‘climate, culture, organisation and management’ was 
originally seen as one set of criteria. As the replies to the questionnaires were analysed, 
however, it became clear that some criteria referred to organisation and management and 
some to climate and culture. This chapter deals with only those items which are concerned 
with climate and culture. The other items will be dealt with in the next chapter under the 
heading ‘Organisation and management’.
There were some unsatisfactory features of this part of the study. There was some 
confusion on the part of advisers and inspectors and more particularly advisory teachers in 
the larger authorities about whether the word ‘team’ referred to the whole advisory team or 
to one of the many sub-teams. The advisory teachers almost universally interpreted the word 
in terms of sub-teams because they tended in all four authorities not to be seen as part of the 
main advisory team. With hindsight it would have been a good idea to make this clearer. The 
results would certainly have been different had this been done. On the other hand, it could be 
argued that the benefits of team membership are what is important and in that respect it does 
not really matter if people see themselves as part of smaller teams and are getting the benefit 
of team membership.
A  second problem was that advisory teachers were much less ready to send in the 
questionnaires than advisers and there was a very poor return from authorities B and D. In 
authority A  there was 89% response from advisory teachers. Only 4 advisory teachers (22%) 
replied to the questionnaire in authority B and all of these agreed with every statement. In 
authority C 50% replied. In authority D only 6 people (10%) replied. This was particularly 
disappointing in that authority B, teachers and headteachers were very positive in their views 
of advisory teachers and it would have been helpful to have had more evidence of why that 
should be. In consequence the information from advisory teachers is unrepresentative.
Advisers views about team climate
Advisers were asked whether they agreed, were neutral or disagreed with 7 statements about 
the advisory team. Scores were generally high with 8 items (23%) gaining the full score of 
3.00 and only 5 scores below the ‘good’ level i.e. 30or 86% of the scores were at 2.50 or above. 
The full range of scores can be seen in the graphs on the next page and on the fold out table 
on page 293. Average scores were as follows:
Authority A  2.92
Authority B 2.78
Authority C 2.61
Authority D 2.73 for advisers 2.62 for inspectors
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Authority A  had good scores for every item and the highest scores for 6 of the 7 items 
with 4 scores of 3.00. Authority B also had scores of 2.50 or above for every item and 3 scores 
of 3.00, each sharing the highest score with authority A. Authority C had 4 good scores but 
the lowest scores for 4 items. Authority D advisers had the highest score for 2 items, with one 
3.00, sharing this with authorities A  and B. Their other scores were 2.50 or above. Authority 
D inspectors had good scores for 5 items and the lowest score for 2. There were no poor scores.
Authority A  had scores of 3.00 for T feel I am part of a team’, ‘I meet regularly with 
colleagues*, T support my colleagues’ and ‘I find colleagues supportive*. Their lowest scores 
which were still good scores, were for T discuss fundamental issues with colleagues’ (2.78) 
and ‘I work with colleagues’ (2.78).
Authority B had scores of 3.00 for ‘I meet regularly with colleagues’, I support my 
colleagues’ and * I find colleagues supportive’. Their lowest scores were for ‘I feel I am part 
of a team’ (2.54), ‘I discuss fundamental issues with colleagues’ (2.54) and ‘I know the skills 
of my colleagues’ (2.54).
Authority C ’s highest score was for ‘ I find colleagues supportive’ (2.94). Their lowest 
score was for ‘I know the skills of my colleagues’ (2.26).
Authority D advisers had a score of 3.00 for ‘I meet regularly with colleagues’. Their 
lowest score was for T discuss fundamental issues with colleagues’ (2.50). The inspectors’ 
highest scores were for ‘I meet regularly with colleagues’ (2.86) and T work with colleagues’ 
(2.86) and their lowest score was for ‘I discuss fundamental issues with colleagues’ (2.21).
Four items had good scores from all 4 authorities - ‘I meet regularly with colleagues’, 
*1 work with colleagues’, I support my colleagues’ and ‘I find colleagues supportive’.
Advisory teachers’ views of team climate
As had already been explained, the conclusions which can be drawn from the scores from 
authorities B andD are doubtful. All the scores were above 2.50 and authority B had scores 
of 3.00 throughout, which was unlikely if more advisory teachers had replied. The scores are 
summarised on the fold out table. Comments suggested that most people thought in terms of 
sub-teams rather than the whole advisory team. For example, one advisoiy teacher made the 
following comment and there were others like it some of which are listed in the next section:
The first section was answered with the smaller curriculum support team in mind. The answers would
have been different if answered for the organisation as a whole.
Advisory teacher, authority C
Average scores for this section were as follows:
Authority A  2,80 Authority C 2.63
Authority B 3.00 Authority D 2.86
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Authority B had an average of 3.00 and therefore had the highest scores for every item. 
Authority D also had 3.00 for ‘I feel I am part of a team’, 'I work with colleagues’ and 'I support 
my colleagues'. Authority C had the lowest scores for all but one item and this was held by 
authority D.
Authority A ’s highest score was for T work with colleagues* (2.94) and their lowest 
scores were for ‘I discuss fundamental issues with colleagues’ (2.71) and ‘I know the skills 
of my colleagues’ (2.71).
Authority C's highest score was for ‘I support my colleagues’ (2.71), their lowest score 
for ‘I feel I am part of a team’ (2.50) and ‘I discuss fundamental issues with colleagues’ (2.50).
The highest scores from authority D were 3.00s for ‘I feel I am part of a team’, T work 
with colleagues’ and ‘I support my colleagues’. Their lowest scores were for T meet regularly 
with colleagues’ (2.67) and ‘I discuss fundamental issues with colleagues’ (2.67).
Overall view of scores for climate
Scores for climate were universally high with all the averages above 2.50 and 4 of the 7 sets 
of scores all in the good category. These were ‘I meet regularly with colleagues’, ‘I work with 
colleagues’, I support my colleagues’ and ‘I find colleagues supportive’.
Authorities A  and B had good scores for all items from both advisers and advisory 
teachers. Authority C had good scores for all the advisory teacher items and for 4 of the 7 
scores relating to advisers. In authority D advisers had good scores throughout but inspectors 
had 2 scores below 2.50 for views of climate.
Comparison of climate scores with those for the key areas
The climate scores are somewhat different from those representing the views of teachers and 
headteachers in that there are only 9 sets of scores, those for advisers, inspectors and advisory 
teachers, rather than the 18 sets of scores, representing headteachers’ views of advisers and 
advisory teachers and teachers’ views of advisers and advisory teachers. It was therefore 
necessary to compare the scores with those for headteachers and teachers separately. It was 
not possible to compare scores for inspection because this would mean correlating 4 scores 
at a time which was too few to give a reasonable result.
The correlation between advice and support and climate is at a level between 5% and 
10% of significance for headteachers and similarly for teachers and neither is therefore 
significant. The in-service correlation is highly significant at a level of 1% for both groups.
The difference is not easy to account for. It could be that the climate of the advisory team 
comes over more clearly in the context of in-service work than in the school situation which 
tends to be one to one. These results would seem to confirm the importance of team culture 
and climate suggested in the literature as a basis for effectiveness in at least this part of the 
work of the advisoiy seivice.
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Comments in questionnaires
Advisers and advisory teachers were given the chance to comment in the questionnaires and 
a 15 comments were made about advisory teams. It was noted earlier that there was confusion 
about which teams the questionnaire referred to. The following comments exemplified this:
Many of my comments (on climate) would refer to my position with the team at the science centre but 
they would also be true of my relationships with many of the advisers.
Adviser, authority D
My role sees me as a member of a number of teams - they do not all offer the same involvement and 
support.
Advisory teacher, authority D
I refer to the early years team as opposed to the wider context of the advisory service as a whole. 
Advisory teacher, authority D
I have answered the questions as far as possible from my specific post as special needs advisory teacher. 
I do work closely with TVEI (Technical and Vocational Initiative) colleagues but this is something I have 
developed myself in order to be part of a team.
Advisory teacher, authority A
A number of comments refer to the problems created by change:
I feel things have changed so much here that it is impossible to get a clear view on boxes which might 
be ticked. Whilst I still believe in the team concept, I feel we have all been thrown into the air andhaven’t 
yet landed.
Senior adviser, authority D
Much is evolving at present and it is difficult to say that the response is positive ... but meetings and 
discussions indicate that much is coming to be clarified.
Adviser, authority D
The work of inspectors is changing so rapidly in response to external forces that team objectives, 
priorities and organisation are adjusting constantly to the extent that it is difficult to create a reflective, 
objective picture.
Inspector, authority D
There were a number of critical comments, mainly from advisory teachers:
I think this has changed for some advisory teachers i.e. those in the area development teams. Those who 
remain outside such teams tend to get information on a more or less hit and miss basis.
Advisory teacher, authority C
Since I am now seconded by the LEA to work with the— shire business partnership formed by the LEA 
and the TEC (Technical Education Council), I am increasingly distanced from the advisory team. 
Advisory teachers, authority C
Advisory teachers are no longer located alongside advisers - in fact, we are based in separate buildings. 
This has done much to damage the sense of working in a team. We do, however, function very well as 
a smaller team of advisory teachers. This offers valuable mutual support in these changing and 
challenging times.
Advisory teacher, authority C
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The team is not in any corporate sense deciding its needs and cannot therefore support individual 
development although the majority are supportive people.
Inspector, authority D
Evidence from interviews
One hundred and forty comments were made which had a bearing on climate and culture.
Each of the 4 authorities had its own views about its culture and some of the quotations 
are therefore grouped according to the authority from which they came. Chief advisers had 
particular views, some of which were reflected in the views of their colleagues. These may 
go some way towards providing an explanation of the results of the questionnaires. The role 
of the leader, according to the literature quoted earlier in this chapter, would seem to be 
important in establishing team culture.(cf Beare etal, 1989, Whitaker, 1990b). Chief advisers 
were asked about their views and each section about an authority starts with contributions 
from them.
Authority A
Authority A  scored well so far as the views of its inspectors were concerned but less well for 
advisory teachers. Comments support this. The chief adviser felt that there was a good team 
climate and this was borne out by the views of inspectors.
Q How far do you feel you work as a team? What sort of team climate do you think you’ve got?
A I think there’s quite a reasonable team climate. What I’m worried about in some ways is that it is going
to get in the way of the difficulties we’ve got facing us in that people are so damn supportive of each other 
they lose their objectivity. They need to stand back a little, I think. I think I’ve got quite a good team 
climate. They are able to work together. What is interesting, is - you see it much more than in a large team 
- they are able to work together and work to different individuals as leaders.
Chief Inspector, authority A
Q I’d like to ask you what you feel the team climate is?
A A high degree of professionalism and of working with people who are highly competent and much valued
in their efforts. That’s my sense about the team.
B Mine is that we’re very individualistic; that we’re allowed to be just that There’s very competent control
of quite a difficult team, because I think we all have different working practices, strengths and attitudes 
and we’re held together very amicably.
C And when you’re fed up you can come and put your head in a trolley and scream and nobody thinks
there’s something odd about that!’
Inspectors, authority A
In a way we don’t work with schools as a team, do we. We work as individuals with institutions but we 
work together as inspectors in a team.
Inspector, authority A
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Coming into it later than anyone else in this room, I have felt a genuine warmth and also I’ve felt able 
to go to anyone who happens to be around and has two minutes and say, ‘Help! ’ and receive it even on 
small issues which is the most important thing when you’re first starting. It’s the support beyond 
professionalism too.
Inspector, authority A
There’s no doubt we are regarded as a team and particularly valued by people who aren’t in the team, 
you know, other people in the directorate I think look upon this as quite a strong team. In some ways they 
find this slightly threatening because we are such a strong team. Nonetheless, that sort of recognition is 
definitely there.
Inspector, authority A
The chief inspector was conscious of the fact that the advisory teachers did not have the 
same team feeling as the inspectors:
I think they feel like advisory teachers everywhere - unloved, unwanted, pushed around. I think that’s 
what they tend to feel, depending on the sort of relationships they have with their inspectors.
Chief inspector, authority A
Q Tell me what’s wrong with the divisional days? (they had already been criticised)
A I think they reinforce the hierarchical structure of the division and don’t really enable us to contribute
effectively to the real job we’re doing. The real decisions are taken elsewhere.
B That’s right. I think it’s to let the masses think they’re actually decision making.
Advisory teachers, authority A
I mean one of the problems with divisional days is that it’s often inappropriate for everyone to be going 
through the same experience on those days. I mean some people like to call it a team but operationally 
we’re not a team. We are several teams.
Advisory teacher, authority A
One point worth mentioning here is also something about which many of us felt disgruntled some time 
ago, is that there was a time when we were able to meet as group of advisory teachers and we chaired 
our own meetings and reported back and that was squashed immediately and we were not allowed to. 
Almost as if we had no right to.
Advisory teacher, authority A
A We are a team, a self managing team. I don’t feel we manage to be a team. We don’t have a meeting. I
mean I do think we need to have corporate objectives specially with hindsight.
B I don’t think we could progress and stand as a body unless we have shared aims and objectives.
C As long as they are aims and objectives we have drawn up and not imposed.
Advisory teachers authority A
We ‘re a series of interlinked teams, of which the advisory service is one. We relate most strongly to 
specialists in our own subject areas in school. We might have a small group of advisory teachers who 
work rather more closely with us, either in relation to the same areas and I know some of us have another 
team of people who do identical work in other authorities. We have the opportunity to meet in different 
context from time to time and that’s often useful as a communicating group because they’re encountering 
very similar problems.
Advisory teacher, authority A
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Authority B
Authority B advisers made very few comments which reflected on them as a team. Their 
scores in the questionnaires suggested that advisory teachers were a considerable strength in 
this authority. Unfortunately the distance travelled to this authority meant that the meeting 
with a group of advisory teachers was cut out of the programme on account of time. The 
problem was further compounded by the fact that so few advisory teachers returned the 
questionnaire. Discussion with the chief adviser suggested that there were various reasons for 
the strength of the advisory teacher force. They were all internal appointments of people who 
had already shown themselves able to work with other teachers. They had a careful induction 
and met regularly with a senior adviser. They were also tightly programmed by the advisers 
who met termly to decide what work each of the advisory teachers should do.
It could be that few comments about climate were made because authority B is the most 
established team having had few changes over a long period. They made only minor changes 
as a result of the Education Reform Act and the team had a great deal of stability. The chief 
adviser was well aware of the need to establish the right sort of climate.
Q What do you think are the most important things for you to do if you are to function effectively?
*
A You’ve got to feel the climate’s right. You’ve got to feel optimistic and positive and convince them to
feel that they are valued.
Chief adviser, authority B
I hope people say that we are professional. I hope they feel we deal with things in a professional way. 
I hope people feel that there are systems and structures and a sense of direction and purpose and plans....I 
hope the culture is one in which they feel that there is a clear sense of direction and purpose.
Chief adviser, authority B
There was overall a sense of satisfaction among the advisers interviewed with the 
authority and the way their team worked:
I’m conscious of a commitment and a philosophy. I don’t feel that is because the team comes together 
or because it is managed but rather that it has its roots in a common desire to support teachers and help 
children to do their best work.
Adviser, authority B
This is my fourth authority and this is the only one where we have stand up discussion with the education 
officer and the deputy.
Adviser, authority B
Authority C
Authority C advisers had moved from being specialists to a situation where most of them had 
a general role as well. This had been quite traumatic and further changes were coming upon 
them before these changes had really settled down. In spite of these problems their scores for 
climate and culture were fairly good.
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A I think the majorresponsibility is actually to be seen as having a vision and having some clarity, notabout
what we’re going to do exactly in the future, but to actually have a vision about the way we need to work 
in the future and the frameworks within which we can work.’
I feel my major job at the moment is to keep telling them it’s all right. To say, ‘Look, we have 
got to change. These are the hard facts of life, but it’s going to be all right We will get out the other side. ’ 
Chief adviser, authority C
Q What sort of climate do you feel you have got as a team?
A It was very good and it certainly wasn’t very good when we were going through all the changes. The
bitterness that some people felt they’dbeen duped into general advisory work and we had to work through 
that and going across phase was quite a sticky moment.
Chief adviser, authority C
‘We do pull as a team. People are working much more now in teams and people are much more willing 
to chip in. There are less prima donnas.
Chief adviser, authority C
The views of advisers appeared to reflect the uncertainties which they had experienced 
and the stage they had now reached. There appeared to be some good team work building 
up in the area and other small teams but less feeling of being part of a larger team.
‘I feel very strongly about area teams. I think it’s one of my main forms of support, the other one being 
the bay I happen to sit at County Hall. It’s a group of people whom I feel I know fairly well and hopefully 
know me fairly well and it’s a very strong support structure. We’ve gone through some steamy times over 
the last few years with agreements, disagreements, lots of angst, lots of angry meetings and I think we’ve 
come out stronger as a result of it.
Adviser, authority C
I feel a team culture in terms of the area team. I’m not convinced - 1 haven’t sampled the same feeling 
in a wider context to a certain extent I mean that’s probably a lot to do with the fact that I’ve been 
incredibly busy and we’ve only been together as a whole group on a couple of occasions since I’ve been 
here. The situation may change so I’m ready to couch what I’m saying carefully in terms of a limited 
experience of a new culture.
Adviser, authority C
I think the advisory and inspection team works developing a team approach, as have some of the area 
teams and as have some of the curriculum teams... but I’m not sure whether there is a feeling that all those 
other teams are part of a service which is driving forward in a coherent way, but I think as an advisory 
and inspection team we are getting some where near it.
Adviser, authority C
Building up a contribution from everyone - it’s very difficult to do when you’re largely working on your 
own as a general adviser and if you’re not careful, largely being reactive to school things. I mean, you 
need to have some vision of where you’re going with the group and to be a bit more creative, a bit more 
proactive.
Adviser, authority C
Youknow we all do the bits and pieces and managers might do what they think best but wecertainly don’t 
talk to each other about sharing ideas and therefore developing some agreement that we all do it this way 
and have a consistent approach.
Adviser, authority C
Q What do you think is the most important thing for you to do for the effectiveness of your team?
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Advisory teachers reflect much the same view, with enthusiasm for being part of a small 
team. Some of the advisory teachers in this authority were grouped in areas with the brief to 
support the schools in that area.
There seems to be a difference... between people who are part of a team and have some sort of access 
to the management system and people like J who tends to be on her own and therefore much more isolated 
I mean, I think the team, certainly the people on my team have felt a great benefit from being part of a 
team where the issues are shared and support is given.’
Advisory teacher, authority C
Authority D
Authority D had also gone through a trauma of changing to separated advice and inspection. 
They had the additional problem of maintaining a feeling of being one team in a situation 
where there were two teams separately led concerned with different aspects of the work.
Q What do you think are the most important things for you to do personally to have the team functioning 
effectively”
A I think listening. That they see I’ve got no axe to grind in one sense and they know I’ve come up through
the system. They know they can talk to me about their work and problems that they’ve got and I can 
empathise with it.
Assistant Chief Education Officer, Head of Inspection, Advice and Support Services Branch, authority 
D
Q How far do you feel you are a whole team and not 2 separate teams?
A ‘ I think we have a very good climate with no separation at all. Clearly in the early days when the teams
started to meet separately they were wondering what they were talking about, but this was overcome and 
there is great respect for everybody in the team. I mean, clearly all teams have their strengths and 
weaknesses but as individuals people respect each other a great deal.
Assistant Chief Education Officer, Head of Inspection, Advice and Support Services Branch, authority 
D
I suppose I see my role as trying to ensure that sort of framework, that organisational framework allows 
people to feel hopefully, to give them some purpose and direction about what we’re seeking to do. 
Principal adviser, authority D
I think we’re a highly moral group of people. But in terms of their enthusiasm for the inspection process, 
I don’t think we’ve ever felt more sure of what weare doing,but also we’ve never been in aposition where 
we feel that the service we offer is so misunderstood and under-rated by people out there.
Principal inspector, authority D
The comments of advisers and inspectors reflect some of the problems they have 
experienced in dividing their work:
T think we’ve come together too late as a full team to really have felt part of all the thinkipg that went 
into it and we’ve each had to come to terms with an existing structure into which we’ve had to fit and 
that’s really determined the way in which we’ve worked. It’s not really been possible to be in a position 
to have influenced the thinking very much.
Adviser, authority D
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Changing culture. I think we’re getting more programmed and that’s something I welcome. I think you 
can programme and still be flexible, if you know what I mean.
Inspector, authority D
We go back to the beginning where they talked about the decision to separate advice and support and 
yet what I observe has been happening over the past 9 months, has been a desperate attempt to hold the 
whole department together, not even just the branch which deals with advice and support, but the whole 
education department... A lot of our time has been taken up with informing each other and trying to 
create a corporate understanding of what’s happening right across the education department. It does 
create a conflict You know the desperate need to find quality time to get to grips with all the inspection 
implications for the future and we haven’t been particularly successful in doing that.
Inspector, authority D
The climate and culture in our service now is some 400% better than it was some years ago. There is a 
lot of mutual trust between colleagues, mutual respect but fewer cowboys and cowgirls doing their own 
thing, fighting for money, being empire builders, team culture’s much better.
Inspector, authority D
1 was only going to speculate that I think controversially that we’ve been rapidly moved to a situation 
where the inspection service in (this authority) actually loosens a lot of those ties with the education 
department and it will sink or swim on our ability.
Inspector, authority D
Advisory teachers in this authority seemed to enjoy their work and to gain from being 
part of small teams.
I think most of us sitting round the table feel very much part of individual teams and I certainly feel this, 
that we’re not sort of a one little part of a whole team. I think we work very much independently and not 
in teams, which is not to say.... that we can’t actually work with colleagues from other teams. 
Advisory teacher, authority D
I think when you’ve been with an authority for a long time you get to know the faces and the people and 
so I actually feel very, very much a part of inspection, advice and support service. I think it’s also partly 
the nature of me because I like to think I’m a sociable soul and I go and talk to people and also I go along 
to bun fights and things like that and I think that people who play together can often work together more 
effectively. It works for me.
Advisory teacher, authority D
Just what a super job it is.... I think it’s just the best job there ever is ... because we get the feedback 
because we get people saying ‘You know this is good’. I mean, who’s going to go up to an inspector and 
say ‘Gosh, you did a good job there’. They just don’t, but we get all this and because of this we put up 
with insecurity, we put up with long hours and we put up with all the effort that goes into it and also 
because its a very creative job, because we work in classrooms and we’re teachers but we don’t have the 
sort of daily grind of all the marking and other admin hassle. We can come out and be creative. 
Advisory teacher, authority D
Advisory teachers
There were many problems facing the advisory teachers interviewed. In particular their future 
was uncertain and this was a matter for concern for them. There was also a feeling that they 
might be part of smaller teams but were not really part of the main advisory team. In addition 
their status tended to be uncertain.
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I’ve been an advisory teacher for 8 years. I know exactly what I want to do and where I want my career 
to go. But there isn’t a way. I’ve got a contract for another 12 months and after that I mightn’t have a job. 
Advisory teacher, authority D
1 see this (funding) as being one of the biggest drawbacks to being an advisory teacher, because you have 
your post for a year. You don’tknow if it will be funded the following year. You build up a relationship 
with schools, you get projects under way. Youknow, you really get involved and it just goes. Somebody 
else comes along. It takes them a term to pick up the pieces and I think it’s really a barrier to effectiveness. 
Advisory teacher, authority D
I f  you look at the amount of time it takes actually to train people who come into the job before they can 
be any good, how much use can you be in a year if you’re going to be going back into school. One the 
other hand, if you’ve actually done this job for a large number of years, there isn’t a route back into 
schools either, so that is the other concern.
My other concern is working with members of the team to actually hold a team together when 
people are always looking over their shoulders and saying “We need a job, we need the cash in six 
months’ time. What guarantees have we got that we can have it.” This makes the team very insecure. It 
makes everything very jumpy and you don’t actually work well if you have people within die team who 
are constandy saying things like this.
Advisory teacher, authority D
I think the policy to preserve people’s jobs by not replacing other people’s jobs when you leave, which 
is a very sound personnel issue, is leaving us with a very skewed service. I think if we are a team, then 
some hard decisions have got to be made soon about that, possibly knocking some people out to get the 
balance back.
Advisory teacher, authority A
I’ve always found ignorance in the schools or confusion about the tides inspector, adviser or advisory 
teacher and we’re forever getting mail from headteachers referring to us as inspectors or advisers or 
advisory teachers. There is a lot of confusion about this nomenclature that exists.
Advisory teacher, authority A
What creates culture and climate?
A number of people touched on what contributed to culture and climate. Leadership was 
recognised as one of the ways in which culture was developed. The importance of being able 
to have informal relationships as a means of working together was stressed by one respondent 
It was also a matter of sharing common aims and purposes.
Well, what you’re talking about here is identifying the positive culture within a team, aren’t you and 
trying identify what makes a particular team jell or woik. I think it’s getting your finger on that, the culture 
itself and what goes to make the culture. You can read all the books on organisation and organisational 
development and all the rest of it but what actually makes a culture be that way? I mean, I agree with you, 
you can take positive steps. An effective manager can take positive steps to create a culture and climate. 
Advisory teacher, authority D
If you have a manager who has the capability of creating and maintaining this positive climate, this ethos, 
within which, if conflict is arising, it can be drawn out and faced in a sensitive and supportive way. I mean, 
I’ve been involved in teams where this has happened and its magic.
Advisory teacher, authority D
301
Originally many of us were based at County Hall in advisory alongside our advisers and so we had that 
informal day-to-day and they would pass a paper across the desk or whatever and ask your opinion and 
be much more closely involved... Then a number of us moved here and we actually had an informal 
contact with other colleagues in other areas. So what had been a slightly incestuous sort of situation with 
your own adviser was now broadening and in fact some of the most... stimulating encounters are actually 
by the photocopier or whatever. But that’s the sort of encounter that has been super and from that (have 
come) some very interesting developments. In our room we have special needs, we have health and HIV 
Aids, we have environmental studies, dental health and we’ve actually found that we worked that into 
a project. It wasn’t planned but simply because we were housed in the same room.
Advisory teacher, authority C
The one issue for me is the whole issue about how much of a team the advisers see themselves as and 
not just heads, these colleagues who are heads of teams. They have their own focus for their work but 
I sometimes wonder to what extent we deliberately and consciously are trying to make an issue of the 
advisers as a team sharing a common philosophy and a common approach to things and I suppose that’s 
a pretty difficult task to do with any body of people who come from different backgrounds and have 
different strengths and interests.
Adviser, authority D
Change
Advisers, inspectors and advisory teachers were being asked to make considerable changes 
in the way they worked. This involved a change in the culture as well as changes in practices.
You ask a difficult question about culture at a time when we’re being told quite specifically that we must 
change culture in the sense of the way we think, feel and act. As with any group of people, staff anywhere, 
you would find a lot of things that are held in common, some of which would correspond to the aims and 
principles which they’ve laid down and others less so, so you’d have a range of ways that people think, 
feel and act and to be told to change the way you think, feel and act is an interesting proposition. 
Adviser, authority C
I think there are great dangers ahead which could separate not only inspectors and advisers but within 
an education department as such and it really is a challenge we have to face. One of the strengths of the 
service is its flexibility because of its ability to be an integrated service, a clear range of specialist advice, 
but if those specialists aren’t working collectively then you undermine the corporate value of the group. 
Principal adviser, authority D
The reorganisation was a very traumatic experience for everybody. We also had to move site, so that we 
had to come here and we were bringing together people who’d been in 4 different locations with their 
various support services, so we had 4 groups coming together who’d worked in different ways, had 
different procedures in a structure which many advisers and inspectors were suspicious about 
Assistant Chief Education Officer, Head of Inspection, Advice and Support Services Branch, authority 
D
Summary
Findings in relation to the questions asked
1 Advisers and inspectors tended to feel themselves part of an overall team culture but 
were often members of smaller teams which they valued for the support and opportu­
nities to work together which they offered. Advisory teachers tended to see themselves 
as part of smaller teams in most cases and not fully part of the main advisory service. 
Some advisory teachers were isolated and not part of any team.
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2 Climate and culture was positively associated with advice and support at a level only 
between 5% and 10% which is not significant. Teacher development was significantly 
correlated at the 1% level. It was not possible to correlate climate and culture with 
inspection because the sample was too small.
Other findings
1 People found support in being part of team. Small teams appeared to offer more support 
than large ones. This suggests that large teams need to be a collection of small teams, 
each with a measure of autonomy and opportunity to make decisions about some area 
of their work, but working together.
2 There was a feeling on the part of advisers and advisory teachers that there should be 
a common culture of aims and purposes behind the work of an advisory team.
3 The development of a common culture and the opportunity to work together was helped 
when people worked in the same overall environment.
4 Chief advisers tended to see their role as providing vision and direction and an 
organisational framework. The role of leaders was seen as important in creating a 
culture.
5 The position of advisory teachers tended to be anomalous. They were not always seen 
as part of the overall advisory team. Some worked happily in small teams. Others were 
to some extent isolated. There were problems about their secondment and return to 
schools and at present their posts have an uncertain future. This made planning and 
organising difficult. Schools were not always clear about their role, but, as we have 
already seen, in virtually every area discussed, their work tends to be more highly 
valued by teachers, though not headteachers, than that of advisers.
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15 THE ORGANISATION AND MANAGEMENT OF 
THE ADVISORY TEAM
Introduction
Advisory teams are organised in various ways. Some have divided specialist and general 
work. Others are now dividing inspection and advice and this will be the normal division in 
the future since the 1992 Education (Schools) Act does not allow the same person both to 
advise and inspect a school. Some work as one team from a central office. Others divide the 
authority into areas with individuals or small teams responsible for the schools in a given area.
Relevant literature
The Audit Commission (1989, p.l) found that ‘advisory work is not as positively managed 
as it needs to be’ and the survey of advisory teams by Dean (1991b) suggested that there had 
been a good deal of movement towards more positive management immediately following 
the publication of the Education Reform Act in 1988 with the establishment of chief adviser 
posts in all authorities and creation of middle management posts in many.
The Audit Commission (1989, p.24) noted that the cost of the advisory service 
nationally at that time was £8.05 per pupil. The Commission made the point that staffing of 
the advisory service should be linked as rigorously as possible to the tasks to be carried out.
The statement of expectation should include outline quantifications of how frequently and intensively 
teaching and learning in different institutions are to be observed, what level of effort should be devoted 
to planning of INSET, what sort of time allowance should be set aside for counselling teachers.
They suggested that the specialisms needed should include management in all three 
phases - primary, secondary and further education, teaching styles and methods for early 
years, infants and junior years, work in the primary phases on number, language, science and 
humanities, all the subjects of the National Curriculum religious education, special educa­
tional needs and cross curricular themes such as multi-cultural education.
The national survey in this study (chapter 5) suggests that a large number of authorities 
would no longer be able to make this kind of provision in September 1993.
Bolam et al (1978) found that advisory teams varied considerably in size and staffing. 
The criteria for deciding the staffing of advisory teams was unclear, sometimes depending 
on the size of the authority, the school population, adequate coverage of subjects and other 
specialisms and the size of teams known to be effective. Fifty four per cent of respondents said 
they had a general advisory role with a group of schools but in nearly every case this was
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combined with a specialist responsibility. Seventy per cent had a subject specialism. Of these, 
70% of all curriculum specialists had a single subject, 24% had two subjects and 7 % had three. 
Twenty four per cent of the total sample had responsibility for an age range, mainly first, 
infant, junior or primary. The two largest groups of non-curriculum specialists were in- 
service education and audio visual aids.
There were three types of team. The first type was chief adviser plus team in which most 
people had subject specialisms with the occasional phase adviser. The second type was one 
in which the total area was divided into districts with an adviser responsible for each district, 
each having also a specialism. The third pattern was one in which there were a number of 
senior staff who coordinated work. Sometimes these were phase advisers, sometimes district 
and sometimes subject.
The Society of Education Officers (SEO) and the National Association of Inspectors 
and Educational Advisers (NAIEA) (1979, p.2) published a joint paper on the role of the 
adviser. It contained this statement:
If the advisory service is to function effectively, it is essential that each educational establishment is 
known as a whole and known well by at least one adviser, who should be expected to have first-hand and 
up-to-date knowledge of its curriculum and organisation, to know the quality of the individual teachers 
within it and its relationship with other institutions in the community.
This point was repeated in an unpublished DES paper (1985) on the role of the adviser. 
All four of the authorities in this study had advisers in this role but the national survey 
suggested that although it will still be important for LEAs to know individual schools it was 
unlikely that any LEA would be able to support a large enough team for schools to be known 
in this way.
Wilkins (1985) argued for an advisory service which involved generalists who had held 
institutional responsibility at headship or possibly deputy headship level and seconded 
curriculum development advisers, perhaps seconded for 3 years. He suggested that the skills 
and previous experience needed for these two roles were different and that the needs of 
schools might be better met if they were provided separately.
Maychell and Keys (1993, p.34) found that most (92%) of the LEAs replying to their 
questionnaire had a link adviser scheme of some kind. Around 95% of headteachers said they 
had a link adviser and about three quarters said that they preferred this system. Secondary 
schools had more visits from their link advisers during the period studied (Autumn 1990 to 
Spring 1992) with 70% of secondary schools receiving more than 6 visits during this period. 
One headteacher commented on the diminishing amount of adviser support:
It has changed a lot in the last five years. It used to be a role where the (link) adviser had a very clear picture 
of the school, was more familiar with the life of the school, knew members of staff and what was going 
on. That isn’t the case now; that has gone.
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Hand (1981, pp.70,112) suggested that if good knowledge of individual schools is to 
be a possibility, an area organisation is helpful:
If organisation is on an area basis, each adviser is responsible for a relatively small number of schools 
which he (sic) can get to know well. This puts him in a good position to become involved in school based 
work but he cannot offer specific subject advice to every department.
If you work in an LEA that has an area structure for the advisory team your school is more likely to receive 
a pastoral visit than it would if it were in an LEA that placed its emphasis on the specialist role.
He went on to point out the difficulty of specialist advisers becoming generalists.
Can you reasonably expect specialist advisers to turn into general advisers? What happens to the 
specialist role which they hitherto fulfilled? If an LEA doesn’t have area advisers or advisers with general 
responsibilities, how does it really know its schools?
This problem was highlighted in a number of cases in the study in authority C where 
the general adviser role was fairly new. The second part of this chapter gives a number of 
examples of comments about this.
Collier (1977, p. 18) wrote of the role of the general adviser. Although this is a long time 
ago, what he has to say is still very relevant and links up with the many comments made by 
teachers in this study about the credibility of advisers.
Most teachers will listen to a specialist whose training and experience parallel their own. They will accept 
one who has successfully carried high responsibility of a wider kind in school. They equally, perhaps 
too readily, reject the adviser who appears to be straying outside his experience. The secondary specialist, 
for instance, who dilates on aspects of primary education may be wise and shrewd and having done his 
homework may be able to offer soundly-based advice. His initial handicap, however, is far too crippling. 
The fault lies partly with the attitudes of the teachers but it would be foolish not to recognise that these 
attitudes are based on a genuine feeling that advice needs to be based on experience.
This has become evident many times in this study.
Donoughue (1981, p.69) pointed out that there are also problems in a specialist advisory 
team. These were also highlighted in authority D which had this form of organisation as well 
having some specialists turned generalists.
If an advisory team is organised so that advisers are principally subject specialists, then there are serious 
problems about the amount of contact one adviser can have with several 100 schools. Subject advisers 
make contact through short courses.
Maychell and Keys (1993, p.37,38) also asked respondents questions about the 
separation of inspection and advice. The vast majority (85%) thought that the same people 
should provide both. Only 8 respondents thought that separating advice and inspection was 
the best way of organising the service. A  senior education officer made the following 
comment:
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What is the purpose of inspecting? To improve practice. The only way to do this is to be involved with 
schools in development planning. Advisers who have not been involved cannot do this. Inspection and 
advice are part of a continuum - they cannot be separated.
By contrast a chief adviser in an authority where the two functions were separated 
commented as follows:
If you are inspecting and advising at the same time there is a conflict of roles, because you are often 
inspecting your own prejudices... whereas if I am advising on such and such a method and someone else 
comes to inspect, they can be totally objective in their judgements rather than partial.
This would seem to be a somewhat doubtful premise, since the person coming to inspect 
may have another set of prejudices.
They found most headteachers preferred the combined role and quote two headteachers 
as follows:
Inspection should be earned out by someone who knows the school setting and circumstances. A general 
adviser is best placed to make informed judgements about the school and its work.
Inspection is seen as slightly less threatening when carried out by people we know and trust and more 
importantly, who know and understand the problems and difficulties we experience in our particular 
situations.
About a quarter of headteachers favoured separate advisory and inspection teams. They 
felt that the relationship with advisers should be different from that with inspectors. Some felt 
they would not be able to trust an adviser who might sometimes be an inspector and that it 
was confusing not to know which hat the person coming into the school was wearing.
Lowe (1992, p.49) compared the combining of inspection and advice with the way a 
teacher worked in the classroom, using formative assessment of children’s needs and then 
providing for them. She made the following point:
The developmental inspector is in constant dialogue with personnel during and following the audit, 
giving advice on design and development while engaged in the cyclical evaluation process.(Lowe's
italics.)
Stillman and Grant (1989, p. 195) listed comments from advisers about the specialist/ 
general division:
it frustrates internal promotion seeking general experience; 
it frustrates promotion outside the authority;
it creates a ‘door-to-door salesman’ impression of subject advisers in schools/institutions; 
it creates salary divisions - resentments within the team; 
it accords seniority to phase advisers; 
it depresses the salary for new subject advisers;
it creates paperwork, preferential treatment and prevents scrutiny of, and team involvement in, the advice 
given directly by general advisers to senior administrative officers and to institutions.
307
B o l a m  ( 1 9 7 9 ,  p . 4 1 )  a r g u e d  f o r  a r a t i o n a l  s t a f f i n g  o f  a d v i s o r y  s e r v i c e s .  H e  s u g g e s t e d  t h e  
f o l l o w i n g :
We may reasonably argue that each adviser needs to make at least one contact per term of, say, one hour, 
with each teacher for whom he (sic) has a responsibility. If we further assume that in a school year of 
about 40 weeks, an adviser should spend half his time on such contacts with teachers, then each adviser 
would have approximately 100 days available. If we further assume that the urban adviser can make 
approximately four and a half visits or contacts a day this argues that he should have a maximum loading 
of about 150 teachers. The equivalent calculation for a rural adviser leads to the conclusion that he should 
have a 100 teacher loading.
T h e r e  i s  a  g r e a t  d e a l  o f  e v i d e n c e  t h a t  l e a d e r s h i p  m a k e s  a  d i f f e r e n c e  t o  t h e  e f f e c t i v e n e s s  
o f  a  t e a m  ( e . g .  P u r k e y  a n d  S m i t h  ( 1 9 8 5 ) ,  B r u s s  1 9 8 6 ) ,  R e i d  et al ( 1 9 8 7 ) ,  M o r t i m o r e  et al 
( 1 9 8 8 ) .  B o t h  S t i l l m a n  a n d  G r a n t  ( 1 9 8 9 )  a n d  t h e  A u d i t  C o m m i s s i o n  ( 1 9 8 9 ,  p . 3 1 )  n o t e d  t h a t  
t h e  p l a c e  o f  t h e  a d v i s o r y  s e r v i c e  i n  t h e  L E A  w a s  d e t e r m i n e d  t o  a  g r e a t  e x t e n t  b y  t h e  r o l e  o f  
t h e  h e a d  o f  t h e  s e r v i c e ,  w h o s e  t a s k s  t h e  A u d i t  C o m m i s s i o n  s u g g e s t e d  w e r e  t o :
ensure coherence in the work of the team and allocate specific curricular and geographical responsibili­
ties;
establish the process of decision-making and help the team to determine its goals, priorities and policies; 
monitor the implementation of agreed policies and evaluate the effectiveness of the work of die team; 
ensure that there are effective channels of communication both within the advisory team and with other 
groups.
D e a n  ( 1 9 8 4 ,  p . 5 )  s u g g e s t e d  q u e s t i o n s  f o r j u d g i n g  t h e  e f f e c t i v e n e s s  o f  a  c h i e f  a d v i s e r  
i n  m a n a g i n g  h i s  ( s i c )  t e a m :
a) To what extent does the advisory team operate as a team?
b) What scope is there for individual members to exercise initiative?
c) How far is there consistency of approach to advisory tasks by different members of the team?
d) How effective is communication within the advisory service and with other sections of the Education 
department and other institutions?
e) Is there a proper balance between the scope offered for using individual gifts and talents and the tasks 
to be undertaken?
f) How good is the morale of the team?
B r i a u l t  ( 1 9 7 6 )  i n  a  l e c t u r e  t o  c h i e f  a d v i s e r s  s u g g e s t e d  t h a t  o n e  o f  t h e  m o s t  i m p o r t a n t  
a s p e c t s  o f  t h e  c h i e f  a d v i s e r s ’  r o l e  w a s  h i s  o r  h e r  a b i l i t y  t o  s e e  t h e  t o t a l i t y  o f  t h e  s e r v i c e .  T h i s  
w a s  s o m e t h i n g  u n i q u e  t o  t h i s  r o l e  a n d  t h a t  o f  t h e  c h i e f  e d u c a t i o n  o f f i c e r .
S t i l l m a n  a n d  G r a n t  ( 1 9 8 9 )  w e r e  c r i t i c a l  o f  t h e  f a c t  t h a t ,  a t  t h e  t i m e  o f  t h e i r  s t u d y ,  i n  a  
n u m b e r  o f  a u t h o r i t i e s  t h e  l e a d e r s h i p  o f  t h e  a d v i s o r y  t e a m  w a s  n o t  t a k e n  s u f f i c i e n t l y  s e r i o u s l y .  
I n  s o m e  c a s e s  t h e r e  w a s  n o  c h i e f  a d v i s e r .  I n  o t h e r  c a s e s  t h e  c h i e f  a d v i s e r ’ s  r o l e  w a s  
u n d e r t a k e n  b y  t h e  d e p u t y  c h i e f  e d u c a t i o n  o f f i c e r  o r  a n  a s s i s t a n t  e d u c a t i o n  o f f i c e r  o r  t h e r e  w a s  
a  c h i e f  a d v i s e r ,  b u t  h e  o r  s h e  w a s  e x p e c t e d  t o  u n d e r t a k e  d u t i e s  n o t  c o n n e c t e d  w i t h  t h e  
l e a d e r s h i p  o f  t h e  a d v i s o r y  t e a m .
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T h e  A u d i t  C o m m i s s i o n  r e p o r t  ( 1 9 8 9 ,  p .  1 )  f o u n d  t h a t  ‘ a d v i s o r y  w o r k  i s  n o t  a s  p o s i t i v e l y  
m a n a g e d  a s  i t  n e e d s  t o  b e . ’
D e a n  ( 1 9 9 1 b )  i n  a  n a t i o n a l  s u r v e y  o f  a d v i s o r y  t e a m s  f o u n d  t h a t  t h i s  s i t u a t i o n  h a d  
c h a n g e d ,  p a r t l y  a s  a  r e s u l t  o f  t h e  1 9 8 8  E d u c a t i o n  R e f o r m  A c t  a n d  p r o b a b l y  p a r t l y  a s  a  r e s u l t  
o f  t h e  s t u d i e s  b y  G r a n t  a n d  S t i l l m a n  a n d  t h e  A u d i t  C o m m i s s i o n .  N i n e t y  s i x  a u t h o r i t i e s  r e p l i e d  
t o  t h i s  s u r v e y  ( 8 6 % )  a n d  a l l  o f  t h e s e  h a d  a  c h i e f  a d v i s e r  a n d  6 5 %  o f  t h e m  w e r e  a t  t h e  s e c o n d  
t i e r  l e v e l  i n  t h e i r  a u t h o r i t i e s .
T h e  a u t h o r i t i e s  s t u d i e d  a n d  i n t e r n a l  p a p e r s  f r o m  o t h e r  a u t h o r i t i e s  a l s o  s u g g e s t  t h a t  L E A  
a d v i s o r y  t e a m s  n o w  a p p e a r e d  t o  b e  m o r e  t i g h t l y  m a n a g e d  a n d  m a n y  n o w  h a v e  c o m p u t e r  
r e c o r d s  w h i c h  g i v e  a  g o o d  d e a l  o f  i n f o r m a t i o n .  F o r  e x a m p l e  a l l  f o u r  a u t h o r i t i e s  i n  t h i s  s t u d y  
h a d  c o m p u t e r  r e c o r d s  a n d  a u t h o r i t y  B  i n  p a r t i c u l a r  h a d  a  c o m p r e h e n s i v e  c o m p u t e r  r e c o r d  o f  
a l l  a d v i s o r y  a c t i v i t i e s  w h i c h  n o t  o n l y  g a v e  d e t a i l e d  i n f o r m a t i o n  a b o u t  h o w  e a c h  a d v i s e r  w a s  
s p e n d i n g  h i s  o r  h e r  t i m e ,  b u t  a l s o  t h e  c o s t  o f  t h i s .  I n  a d d i t i o n  i t  g a v e  d e t a i l e d  i n f o r m a t i o n  a n d  
j u d g m e n t s  a b o u t  e v e r y  s c h o o l  i n  t h e  b o r o u g h .
A n  i n t e r n a l  s u r v e y  f o r  S C I A  ( S o c i e t y  o f  C h i e f  I n s p e c t o r s  a n d  A d v i s e r s )  o f  3 0  t e a m s  
( D e a n  1 9 9 0 )  c o v e r i n g  c o u n t y  a n d  b o r o u g h  a u t h o r i t i e s  s h o w e d  t h a t  a l m o s t  a l l  h a d  a p p o i n t e d  
p e o p l e  t o  m i d d l e  m a n a g e m e n t  p o s t s  i n  t h e  a d v i s o r y  s e r v i c e .
J o n e s  ( 1 9 8 8 , p . 6 )  d e s c r i b e d  a  p r o j e c t  t e a m  o f  a d v i s o r y  t e a c h e r s  a n d  l i s t s  t h e  c r i t e r i a  b y  
w h i c h  t h e y  w e r e  a p p o i n t e d :
They are above average classroom practitioners; have their ability to influence colleagues; they have 
knowledge and experience of teaching in more than one school; they have a ‘good’ INSET attendance 
record; have worked with adults and appreciate the fact that working in this way requires different skills 
from ‘normal’ teaching; they are adaptable; they demonstrate initiative, creativity and imagination; and 
have sufficient expertise and experience to earn respect, and to be respected, in the role of support 
teacher.
T h e  a d v i s o r y  t e a c h e r s  s t u d i e d  b y  H a r l a n d  ( 1 9 9 0 )  f o u n d  t h a t  t h e  o v e r a l l  e n v i r o n m e n t  o f  
t h e  s c h o o l  w a s  i m p o r t a n t  a s  w e l l  a s  t h e  a t t i t u d e s  o f  i n d i v i d u a l  t e a c h e r s . i n  m a k i n g  e f f e c t i v e  
a d v i s o r y  w o r k  p o s s i b l e .
F u l l a n a n d S t i e g e l b a u e r ( 1 9 9 1 , p . 4 7 )  n o t e d  t h a t  ‘ t h e  u n i q u e n e s s  o f  t h e  i n d i v i d u a l  s e t t i n g  
i s  a  c r i t i c a l  f a c t o r  i n  w h e t h e r  c h a n g e  w o r k s  o r  n o t ’
S u l l i v a n  ( 1 9 8 7 ,  p .  1 1 )  n o t e d  t h a t  ‘ T h e r e  w a s  a  s m a l l  m i n o r i t y  o f  s c h o o l s  w h e r e  
r e l a t i o n s h i p s  b e t w e e n  s t a f f  m e m b e r s  w e r e  s t r a i n e d  a n d  i n  s o m e  c a s e s  o p e n l y  h o s t i l e .  I n  s u c h  
c i r c u m s t a n c e s  t h e r e  w a s  a l w a y s  t h e  d a n g e r  o f  b e i n g  s u c k e d  i n t o  t h e  w h i r l p o o l  o f  i n t e r n a l  
s c h o o l  p o l i t i c s  a n d  f e u d i n g . ’  H e  a l s o  c o m m e n t s  o n  t h e  f a c t  t h a t  i n  m o s t  s t a f f r o o m s  t h e r e  a r e  
t h e  o p i n i o n  m a k e r s :
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There were usually one or two people on each staff that exerted a strong influence on the ethos and 
working practices of the school. The natural leaders were not always those who held the higher positions 
in the management structure of the school and could include the school secretary and ancillary assistants. 
The natural leaders were the keys to making an involvement a success or reducing it to a dismal failure. 
Winning friends and influencing people were prime tasks.
S m a l l  ( 1 9 8 2 ,  p . 2 0 )  n o t e d  t h a t  a d v i s e r s  n e e d e d  g o o d  c l e r i c a l  b a c k u p  s i n c e  t h e y  w e r e  
f i e l d  o f f i c e r s  a n d  o u t  o f  t h e  o f f i c e  f o r  a  g o o d  d e a l  o f  t h e  t i m e .  H e  p o i n t e d  o u t  t h a t  i n  p r a c t i c e  
‘ m o s t  r e l y  o n  t h e  e x i g e n c i e s  o f  t h e  t y p i n g  p o o l ,  u s u a l l y  w i t h  a  c l e r k  t o  8  o r  m o r e  a d v i s e r s . ’  
T h i s  p o i n t  w a s  a l s o  m a d e  b y  t h e  A u d i t  C o m m i s s i o n  w h o  s u g g e s t e d  t h a t  a p p r o x i m a t e l y  
1 0  h o u r s  a  w e e k  o f  c l e r i c a l  s u p p o r t  p e r  m e m b e r  w a s  a b o u t  w h a t  w a s  n e e d e d .
T h e  s i t u a t i o n  a p p e a r s  t o  b e  r a t h e r  b e t t e r  n o w  i n  g e n e r a l  t e r m s  b u t  i n d i v i d u a l  m e m b e r s  
i n  t h e  a u t h o r i t i e s  s t u d i e d  c o m p l a i n e d  o f  i n a d e q u a t e  s u p p o r t .
The situation in the 4 authorities
T h e  o v e r a l l  o r g a n i s a t i o n  i n  t h e  4  a u t h o r i t i e s  h a s  a l r e a d y  b e e n  d e s c r i b e d  i n  c h a p t e r  6 .
I n  a u t h o r i t y  A  t h e  t e a m  s u p p o r t e d  t w o  s e n i o r  p o s t s  f o r  p r i m a r y  a n d  s e c o n d a r y  e d u c a t i o n  
r e s p e c t i v e l y .  B o t h  o f  t h e s e  w e r e  c o o r d i n a t i n g  r o l e s .  T h e s e  w e r e  a  f a i r l y  r e c e n t  i n n o v a t i o n  a n d  
t h e r e  w a s  a  c e r t a i n  a m o u n t  o f  u n c e r t a i n t y  a b o u t  t h e  n e e d  f o r  t h e  p o s t s  w i t h i n  t h e  t e a m  a n d  
s o m e  f e e l i n g  t h a t  t h e i r  e x i s t e n c e  i n v o l v e d  d e m o t i o n  f o r  o t h e r  m e m b e r s .  T h e  c h i e f  a d v i s e r  f e l t  
s h e  n e e d e d  t o  i d e n t i f y  t h e  r e s p o n s i b i l i t i e s  r a t h e r  m o r e  c l e a r l y .
T h e r e  w e r e  o b j e c t i v e s  a n d  p r i o r i t i e s  a g r e e d  b y  t h e  w h o l e  t e a m  o f  i n s p e c t o r s  w h o  t h e n  
s e t  o u t  t h e i r  o w n  o b j e c t i v e s  a n d  p r i o r i t i e s  i n  t h e  l i g h t  o f  t h e  t e a m  o b j e c t i v e s  a n d  p r i o r i t i e s .  
T h e s e  w e r e  t h e n  a l l  b r o u g h t  t o g e t h e r  i n  o n e  d o c u m e n t  s o  t h a t  e v e r y o n e  w a s  a w a r e  o f  t h e  
t e a m ’ s  p l a n s  f o r  t h e  y e a r .  A d v i s o r y  t e a c h e r s  w e r e  o n l y  i n v o l v e d  i n  t h i s  p r o c e s s  t h r o u g h  t h e  
i n s p e c t o r s  t o  w h o m  t h e y  w e r e  r e s p o n s i b l e .  T h e  l o w  n u m b e r s  i n  t h e  i n s p e c t o r a t e  m e a n t  t h a t  
a d v i s o r y  t e a c h e r s  h a d  a n  e n h a n c e d  r o l e  i n  s o m e  c a s e s ,  f o r  e x a m p l e ,  t h e r e  w a s  n o  i n s p e c t o r  
f o r  m o d e m  l a n g u a g e s  a n d  t h e  a d v i s o r y  t e a c h e r  h a d  a  v e r y  s i m i l a r  r o l e  t o  a n  i n s p e c t o r  b e c a u s e  
o f  t h i s .  A d v i s o r y  t e a c h e r s  w e r e  n o t  r e g a r d e d  a s  a n  i n t e g r a l  p a r t  o f  t h e  t h e  o v e r a l l  a d v i s o r y  
s e r v i c e  A s  a  r e s u l t  t h e y  f e l t  t h a t  t h e y  w e r e  n o t  s u f f i c i e n t l y  i n v o l v e d  i n  t h e  p l a n n i n g  p r o c e s s .
T h e r e  w e r e  t w o  m a i n  w a y s  i n  w h i c h  w o r k  w a s  e v a l u a t e d .  R e c o r d s  o f  v i s i t s  w e r e  k e p t  
o n  c o m p u t e r  a n d  t h e  c h i e f  i n s p e c t o r  w a s  g i v e n  r e g u l a r  p r i n t o u t s .  S h e  l o o k e d  a t  v a r i o u s  a s p e c t s  
o f  t h e  r e c o r d s ,  s u c h  a s  t h e  n u m b e r  o f  v i s i t s  d i f f e r e n t  s c h o o l s  h a d  h a d .  S h e  a l s o  v i s i t e d  s c h o o l s  
o n  a  r e g u l a r  p r o g r a m m e  a n d  d i s c u s s e d  w i t h  t h e  h e a d t e a c h e r  t h e  r e a c t i o n s  o f  t h e  h e a d  a n d  s t a f f  
t o  t h e  v i s i t s  o f  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s .
T h e  t e a m  m e t  r e g u l a r l y  e a c h  f o r t n i g h t  a n d  t h e r e  w e r e  r e g u l a r  f u l l  d a y  m e e t i n g s  f o r  a l l  
m e m b e r s  o f  t h e  e d u c a t i o n  d e p a r t m e n t  i n c l u d i n g  a d v i s o r y  t e a c h e r s .
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T h e  c h i e f  a d v i s e r  w a s  a l s o  i n  e f f e c t  t h e  d e p u t y  d i r e c t o r  s o  t h a t  s h e  s p e n t  a  g o o d  d e a l  o f  
t i m e  o n  g e n e r a l  d e p a r t m e n t a l  i s s u e s  i n c l u d i n g  t i m e  w i t h  m e m b e r s .  S h e  t h o u g h t  s h e  s p e n t  
a b o u t  a  t h i r d  o f  h e r  t i m e  w i t h  t h e  i n s p e c t o r a t e  t e a m .
I n  a u t h o r i t y  B  t h e r e  w e r e  3  s e n i o r  a d v i s e r s ,  e a c h  w i t h  r e s p o n s i b i l i t y  f o r  a n  a r e a  t e a m  
i n  a  p a r t  o f  t h e  a u t h o r i t y .  E a c h  h a d  3  p r i m a r y  a d v i s e r s  i n  h i s  t e a m  w h o  h a d  g e n e r a l  
r e s p o n s i b i l i t y  f o r  t h e  p r i m a r y  s c h o o l s .  S e c o n d a r y  s c h o o l s  e a c h  h a d  t h e i r  o w n  g e n e r a l  a d v i s e r .
T h e  w h o l e  t e a m  m e t  f o r t n i g h t l y  f o r  g e n e r a l  d i s c u s s i o n s  a n d  h a d  a n  a n n u a l  p l a n n i n g  
c y c l e  f o r  a l l  t h e i r  m a j o r  a c t i v i t i e s .  S o m e t i m e s  t h e  w h o l e  t e a m  w a s  i n v o l v e d  i n  p l a n n i n g  b u t  
t h e r e  w a s  a l s o  u s e  o f  t a s k  g r o u p s  a n d  s o m e  p l a n n i n g  w a s  d o n e  b y  t h e  s e n i o r  t e a m .  T h e s e  
g r o u p s  p r o d u c e d  d r a f t  p l a n s  w h i c h  w e r e  t h e n  d i s c u s s e d  b y  t h e  w h o l e  t e a m .  A d v i s o r y  t e a c h e r s  
h a d  v e r y  l i t t l e  i n v o l v e m e n t  i n  p l a n n i n g .  T h e i r  w o r k  w a s  d i r e c t e d  b y  a d v i s e r s  w h o  d e c i d e d  
w h a t  t h e  a d v i s o r y  t e a c h e r s  s h o u l d  d o . T h e y  w e r e  n o t  r e g a r d e d  a s  a n  i n t e g r a l  p a r t  o f  t h e  
a d v i s o r y  s e r v i c e .
T h e  m a j o r  e v a l u a t i o n  i n  a u t h o r i t y  B  c a m e  f r o m  t h e  c o m p u t e r  r e c o r d  o f  v i s i t s  w h i c h  
w e r e  i s s u e d  t o  a d v i s e r s  m o n t h l y  a n d  c o n s i d e r e d  b y  t h e  c h i e f  a d v i s e r .  T h e r e  w a s  a l s o  
d i s c u s s i o n  a b o u t  t h e  a n n u a l  p r o g r a m m e  a n d  t h e  t e a m  w a s  n o w  p u t t i n g  t o g e t h e r  t h e i r  f i n d i n g s  
a b o u t  t h e i r  w o r k  a s  a n  a n n u a l  r e p o r t  t o  t h e  E d u c a t i o n  C o m m i t t e e .
T h e  c h i e f  a d v i s e r  f e l t  t h a t  h e  s p e n t  a  l o t  o f  t i m e  i n  a d m i n i s t r a t i o n  a n d  m e e t i n g s  a n d  a b o u t  
a  q u a r t e r  o f  h i s  t i m e  w i t h  a d v i s o r y  c o l l e a g u e s .  H e  w a s  c o n s c i o u s  t h a t  h e  d i d  n o t  g e t  i n t o  
s c h o o l s  v e r y  m u c h .
I n  a u t h o r i t y  C  t h e r e  w a s  a  s e n i o r  t e a m  o f  s i x  c o u n t y  a d v i s e r s  w h i c h  m e t  w e e k l y .  T h r e e  
o f  t h e s e  c o u n t y  a d v i s e r s  l e d  a n  a r e a  t e a m  w i t h  a n o t h e r  c o u n t y  a d v i s e r  a s  d e p u t y .  T h o s e  w h o  
w e r e  d e p u t i e s  h a d  o t h e r  r e s p o n s i b i l i t i e s  a n d  e a c h  c o u n t y  a d v i s e r  h a d  p h a s e  r e s p o n s i b i l i t i e s .  
P l a n n i n g  w a s  p a r t l y  a  r e s p o n s i b i l i t y  o f  t h e  s e n i o r  m a n a g e m e n t  t e a m  w h o  s p e n t  3  d a y s  e a c h  
t e r m  o n  t h i s .  T h e r e  w a s  t h e n  a  f u l l  d a y  o f  p l a n n i n g  f o r  e v e r y o n e  a t  t h e  b e g i n n i n g  a n d  e n d  o f  
e a c h  t e r m .  A d v i s o r y  t e a c h e r s  f e l t  t h e y  h a d  s o m e  s a y  i n  p l a n n i n g  t h r o u g h  t h e i r  l i n e  m a n a g e r s  
b u t  t h i s  v a r i e d  f r o m  o n e  p e r s o n  t o  a n o t h e r .  T h e r e  w a s  a n  i n t e r e s t i n g  o r g a n i s a t i o n  i n  w h i c h  
a d v i s o r y  t e a c h e r s  w e r e  a p p o i n t e d  t o  a n  a r e a  b y  t h e  h e a d t e a c h e r s  i n  t h a t  a r e a  a n d  w e r e  t h e r e  
t o  p r o v i d e  t h e  s e r v i c e  t h e  s c h o o l s  r e q u i r e d .  T h i s  a p p e a r e d  t o  h e a d t e a c h e r s  a n d  t o  t h e  a d v i s o r y  
t e a c h e r s  c o n c e r n e d  t o  w o r k  w e l l .  A d v i s o r y  t e a c h e r s  w e r e  n o t  s e e n  a s  a n  i n t e g r a l  p a r t  o f  t h e  
a d v i s o r y  s e r v i c e .
N o t  a  l o t  o f  i n f o r m a t i o n  w a s  c o l l e c t e d  a b o u t  e v a l u a t i o n  f o r  t h i s  a u t h o r i t y .  T h e  s u c c e s s  
o f  I N S E T  w a s  e v a l u a t e d  p a r t l y  t h r o u g h  q u e s t i o n n a i r e s .  I n f o r m a t i o n  w a s  c o l l e c t e d  a b o u t  
v i s i t s  a n d  k e p t  o n  c o m p u t e r  a n d  a n a l y s e d  f r o m  t i m e  t o  t i m e .
T h e  c h i e f  a d v i s e r  p r i m a r i l y  s a w  h e r  r o l e  a s  f a r  a s  t h e  i n s p e c t i o n  a n d  a d v i s o r y  s e r v i c e  
a s  b e i n g  t h e  l i n k  b e t w e e n  t h e  b r a n c h  a n d  t h e  e d u c a t i o n  d e p a r t m e n t  w i t h  t h e  s e n i o r  m a n a g e ­
m e n t  t e a m  m a n a g i n g  t h e  s e r v i c e .  S h e  f e l t  s h e  h e l d  t h e  r e s p o n s i b i l i t y  f o r  p o l i c y  d e v e l o p m e n t .
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I n  a u t h o r i t y  D  t h e r e  w a s  a  p r i n c i p a l  i n s p e c t o r  a n d  p r i n c i p a l  a d v i s e r  r e p o r t i n g  t o  t h e  
a s s i s t a n t  c h i e f  e d u c a t i o n  o f f i c e r  a n d  h e a d  o f  t h e  i n s p e c t i o n ,  a d v i c e  a n d  s u p p o r t  s e r v i c e .  E a c h  
p r i n c i p a l  w a s  r e s p o n s i b l e  f o r  t h e  r u n n i n g  o f  h i s  p a r t  o f  t h e  s e r v i c e .  T h e r e  w e r e  2  s e n i o r  
i n s p e c t o r s  w i t h  r e s p o n s i b i l i t y  f o r  s e c o n d a r y  a n d  m i d d l e  s c h o o l s  r e s p e c t i v e l y  a n d  3  s e n i o r  
a d v i s e r s  e a c h  w i t h  r e s p o n s i b i l i t y  f o r  a  c u r r i c u l u m  c e n t r e  a n d  a t  l e a s t  o n e  o t h e r  m a j o r  a r e a  o f  
w o r k .  T h e r e  w a s  a  v a r i e t y  o f  m e e t i n g s  f o r  d i f f e r e n t  g r o u p s  b u t  o n e  o f  t h e  m a i n  t y p e s  o f  
m e e t i n g  w a s  t h a t  o f  t h e  n e t w o r k s  w h i c h  w e r e  c e n t r e d  o n  t h e  3  a r e a s  o f  t h e  c o u n t y .  T h e s e  
i n v o l v e d  a d v i s o r y  t e a c h e r s  w h o  w e r e  s e e n  a s  a n  i n t e g r a l  p a r t  o f  t h e  n e t w o r k s .
P l a n n i n g  o n  t h e  a d v i s o r y  s i d e  w a s  d o n e  b y  t h e  p r i n c i p a l  a d v i s e r  a n d  t h e  3  s e n i o r  
a d v i s e r s  w h o  h a d  d i f f e r e n t  p a r t i c u l a r  b r i e f s  a n d  b y  t h e  p r i n c i p a l  i n s p e c t o r  a n d  s e n i o r  
i n s p e c t o r s  f o r  t h e  i n s p e c t i o n s .  T h e r e  w a s  a  b r a n c h  m a n a g e m e n t  t e a m  w h i c h  m e t  w e e k l y  t o  
h a n d l e  a n y  d e t a i l s  w h i c h  c a m e  u p .  T h e r e  w a s  a l s o  a n  e x e c u t i v e  m a d e  u p  o f  t h e  s e n i o r  
i n s p e c t o r s / a d v i s e r s ,  p r i n c i p a l  i n s p e c t o r / p r i n c i p a l  a d v i s e r  a n d  t h i s  m e t  o n c e  a  m o n t h ,  o f t e n  f o r  
a  w h o l e  d a y  t o  d o  i n  d e p t h ,  m o r e  s t r a t e g i c  p l a n n i n g .
O v e r a l l  p l a n n i n g  o f  i n s p e c t i o n  i n v o l v e d  t h e  E d u c a t i o n  D e p a r t m e n t  a s  w e l l  a s  t h e  
i n s p e c t o r a t e .  T h e r e  w a s  p l a n n i n g  o n  t h e  a d v i s o r y  s i d e  a t  t e a m  l e v e l ,  a t  n e t w o r k  a n d  a t  w h o l e  
s u p p o r t  s e r v i c e  l e v e l .  T h e r e  w e r e  d e v e l o p m e n t  p l a n s  w h i c h  w e r e  s e r v i c e  d e v e l o p m e n t  p l a n s ,  
t e a m  d e v e l o p m e n t  p l a n s  a n d  p e r s o n a l  d e v e l o p m e n t  p l a n s  a n d  t h e y  l o o k e d  a t  s e t t i n g  p r i o r i t i e s  
a n d  g o a l s  a t  t h o s e  3  l e v e l s .
T h e  w h o l e  i n s p e c t o r a t e  h a d  b e e n  i n v o l v e d  i n  w r i t i n g  t h e  p a p e r  o n  t h e  p r o c e s s e s  o f  
i n s p e c t i o n  a n d  i t  w a s  m o n i t o r e d  b y  a  u s e r  g r o u p .  A l l  s e r v i c e  a r e a s  h a d  u s e r  g r o u p s  w h i c h  f e d  
b a c k  i n f o r m a t i o n  f r o m  h e a d t e a c h e r  m e e t i n g s  a s  w e l l  a s  f r o m  m e m b e r s  o f  t h e  g r o u p .  A n  
e x e c u t i v e  c o m m i t t e e  c o n s i s t i n g  o f  t h e  p r i n c i p a l  a n d  s e n i o r  i n s p e c t o r s  a n d  a d v i s e r s  m e t  
m o n t h l y  t o  p l a n .  T h e r e  h a d  b e e n  s o m e  e x t e r n a l  e v a l u a t i o n  o f  t h e  w o r k  o f  t h e  t e a m .  T h e r e  w a s  
a l s o  a n  a n n u a l  r e p o r t  t o  t h e  c h i e f  e d u c a t i o n  o f f i c e r  w h i c h  w a s  m a i n l y  q u a n t i t a t i v e  a n d  b a s e d  
o n  a  c o m p u t e r  r e c o r d .  T h e y  w e r e  a l s o  l o o k i n g  a t  q u a l i t a t i v e  m e a s u r e s .
T h e  a s s i s t a n t  c h i e f  e d u c a t i o n  o f f i c e r  a n d  h e a d  o f  i n s p e c t i o n ,  a d v i c e  a n d  s u p p o r t  s e r v i c e  
b r a n c h ,  h a n d l e d  t h i n g s  w i t h  c o m m i t t e e ,  i n t e r f a c i n g  w i t h  p o l i t i c i a n s .  H e  f e l t  h i s  t a s k  w a s  
m a i n l y  t h a t  o f  r e p r e s e n t i n g  t h e  b r a n c h ,  t r y i n g  t o  c o o r d i n a t e  t h i n g s ,  h a n d l i n g  d a y - t o - d a y  c r i s e s  
w i t h  t h e  c o m m i t t e e .
T h e  q u e s t i o n n a i r e  s u r v e y
T h i s  c h a p t e r  a d d r e s s e s  t h e  f o l l o w i n g  q u e s t i o n s :
1  H o w  d o  a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  v i e w  t h e  o r g a n i s a t i o n  a n d  m a n a g e ­
m e n t  o f  t h e i r  t e a m s ?
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2  I s  t h e r e  a  r e l a t i o n s h i p  b e t w e e n  t h e s e  v i e w s  a n d  t h o s e  h e l d  o f  t h e  w o r k  o f  a d v i s e r s ,  
i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  i n  t h e  k e y  a r e a s  o f  a d v i c e  a n d  s u p p o r t  a n d t e a c h e r  
d e v e l o p m e n t ?
T h i s  s e c t i o n  d e a l s  w i t h  t h o s e  i t e m s  i n  t h e  s e t  o f  c r i t e r i a  o n  c u l t u r e ,  o r g a n i s a t i o n  a n d  
m a n a g e m e n t  w h i c h  w e r e  n o t  d e a l t  w i t h  i n  t h e  p r e v i o u s  c h a p t e r .  T h e  p r o b l e m  d e s c r i b e d  t h e r e  
a b o u t  t h e  l a c k  o f  i n f o r m a t i o n  f r o m  a d v i s o r y  t e a c h e r s  o b t a i n s  h e r e  a l s o .
Advisers' views about the organisation and management of their teams 
A d v i s e r s  w e r e  a s k e d  w h e t h e r  t h e y  a g r e e d ,  w e r e  n e u t r a l  o r  d i s a g r e e d  w i t h  a  s e r i e s  o f  
s t a t e m e n t s  a b o u t  t h e  o r g a n i s a t i o n  a n d  m a n a g e m e n t  o f  t h e i r  t e a m s .  T h e r e  w e r e  a  n u m b e r  o f  
h i g h  s c o r e s  w i t h  2 0  ( 4 4 % )  o f  s c o r e s  i n  t h e  ‘ g o o d ’  c a t e g o r y  i n c l u d i n g  2  s c o r e s  o f  3 . 0 0 .  
H o w e v e r  t h e r e  w e r e  a l s o  6  s c o r e s  ( 1 3 % )  i n  t h e  ‘ p o o r ’  c a t e g o r y .  T h e  s c o r e s  c a n  b e  s e e n  i n  
s u m m a r y  i n  t h e  g r a p h s  o n  t h e  n e x t  p a g e  a n d  o n  t h e  f o l d  o u t  t a b l e  o n  p a g e  3 1 8 .  T h e  a v e r a g e  
s c o r e s  w e r e  a s  f o l l o w s :
A u t h o r i t y  A  2 . 8 6
A u t h o r i t y  B  2 . 3 9
A u t h o r i t y  C  1 . 9 7
A u t h o r i t y  D  2 . 4 7  f o r  a d v i s e r s  2 . 2 8  f o r  i n s p e c t o r s
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A D V IS E R S ' A N D  IN SPE C T O R S ' V IE W S  O F  
T H E  O R G A N IS A T IO N  A N D  M A N A G E M E N T  O F  
T H E  A D V IS O R Y  T E A M
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A U T H O R I T Y  D
G2 I am involved in team planning 
G3 I know our team objectives 
G4 I plan with team objectives in mind 
G5 I know the team priorities 
G6 I make decisions about my priorities in the 
light o f team priorities 
G13 W e  have a clear management organisation 
G14 Our management organisation works well 
G15 W e spend time as a team on our professional 
development 
G16 The team supports my own development
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A u t h o r i t y  A  h a d  g o o d  s c o r e s  f o r  e v e r y  i t e m  a n d  s c o r e s  o f  3 . 0 0  f o r  2  i t e m s .  T h e y  a l s o  
h a d  t h e  h i g h e s t  s c o r e  f o r  e v e r y  i t e m .  A u t h o r i t y  B  h a d  2  g o o d  s c o r e s .  A u t h o r i t y  C  h a d  t h e  
l o w e s t  s c o r e  f o r  e v e r y  i t e m  a n d  4  s c o r e s  b e l o w  2 . 0 0 .  A u t h o r i t y  D  a d v i s e r s  h a d  6  g o o d  s c o r e s  
a n d  a u t h o r i t y  D  i n s p e c t o r s  h a d  3  g o o d  s c o r e s  a n d  o n e  p o o r  s c o r e .
A u t h o r i t y  A  h a d  s c o r e s  o f  3 . 0 0  f o r  T  k n o w  o u r  t e a m  o b j e c t i v e s ’  a n d  ‘ W e  s p e n d  t i m e  
a s  a  t e a m  o n  o u r  p r o f e s s i o n a l  d e v e l o p m e n t .  ’  T h e i r  l o w e s t  s c o r e s  w e r e  f o r  ‘ T h e  t e a m  s u p p o r t s  
m y  o w n  d e v e l o p m e n t ’  ( 2 . 6 7 )  a n d  ' I  a m  i n v o l v e d  i n  t e a m  p l a n n i n g '  ( 2 . 6 7 ) .
A u t h o r i t y  B ’ s  h i g h e s t  s c o r e s  w e r e  f o r  ‘ W e  h a v e  a  c l e a r  m a n a g e m e n t  o r g a n i s a t i o n ’  
( 2 . 8 2 )  a n d  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  ( 2 . 7 3 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ I  
p l a n  w i t h  t e a m  o b j e c t i v e s  i n  m i n d *  ( 2 . 0 9 ) .
A u t h o r i t y  C ’ s  h i g h e s t  s c o r e  w a s  f o r  ‘ I  a m  i n v o l v e d  i n  t e a m  p l a n n i n g ’  ( 2 . 4 2 )  a n d  t h e i r  
l o w e s t  s c o r e  w a s  f o r  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l . ’  ( 1 . 4 8 ) .
A u t h o r i t y  D ’ s  a d v i s e r s ’  h i g h e s t  s c o r e  w a s  f o r  ‘ I  p l a n  w i t h  t e a m  o b j e c t i v e s  i n  m i n d ’  
( 2 . 8 7 )  a n d  t h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  ( 1 . 8 7 ) .  T h e  
i n s p e c t o r s  ’  h i g h e s t  s c o r e  w a s  f o r  ‘ I  a m  i n v o l v e d  i n  t e a m  p l a n n i n g '  ( 2 . 6 4 )  a n d  t h e  l o w e s t  s c o r e  
w a s  f o r  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  ( 1 . 8 6 ) .
N o  i t e m s  h a d  g o o d  s c o r e s  t h r o u g h o u t  a n d  t h e r e  w a s  a  m a r k e d  d i f f e r e n c e  i n  t h e  s c o r e s  
f o r  ‘ W e  h a v e  a  c l e a r  m a n a g e m e n t  o r g a n i s a t i o n ’  a n d  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  
w e l l ’  b e t w e e n  a u t h o r i t y  A  w h i c h  h a d  g o o d  s c o r e s  f o r  t h e s e  i t e m s  f o r  a d v i s e r s  a n d  a u t h o r i t y  
C  w h e r e  4  o f  t h e  s i x  s c o r e s  w e r e  b e l o w  2 . 0 0 .
Advisory teachers views of management and organisation
A s  w a s  n o t e d  p r e v i o u s l y ,  t h e  s c o r e s  f o r  a u t h o r i t i e s  B  a n d  D  f o r  a d v i s o r y  t e a c h e r s  w e r e  
a r t i f i c i a l l y  h i g h  b e c a u s e  o f  t h e  v e r y  s m a l l  n u m b e r s  r e p l y i n g .  A v e r a g e  s c o r e s  w e r e  a s  f o l l o w s :  
A u t h o r i t y  A  2 . 4 0
A u t h o r i t y  B  2 . 8 9
A u t h o r i t y  C  2 . 2 3
A u t h o r i t y  D  2 . 7 9
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A D V I S O R Y  T E A C H E R S '  V I E W S  O F  
T H E  O R G A N I S A T I O N  A N D  M A N A G E M E N T  O F  
T H E  A D V I S O R Y  T E A M
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G2 I am involved in team planning 
G3 I know our team objectives 
G4 I plan with team objectives in mind 
G5 I know the team priorities
G6 I make decisions about my priorities in the light of team priorities
G13 We have a clear management organisation
G14 Our management organisation works well
G15 We spend time as a team on our professional development
G16 The team supports my own development
316
A u t h o r i t y  A  h a d  4  g o o d  s c o r e s  a n d  o n e  p o o r  s c o r e  a n d  t h e y  h a d  t w o  o f  t h e  l o w e s t  s c o r e s .
A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e s  t h r o u g h o u t  w i t h  a l l  g o o d  s c o r e s  a n d  f i v e  s c o r e s  o f  3 . 0 0 .
A u t h o r i t y  C  h a d  n o  g o o d  s c o r e s  a n d  h a d  t h e  l o w e s t  s c o r e s  f o r  a l l  b u t  2  i t e m s .  A u t h o r i t y  D  h a d
g o o d  s c o r e s  t h r o u g h o u t  a n d  3  s c o r e s  o f  3 . 0 0 .
A u t h o r i t y  A ’ s  h i g h e s t  s c o r e s  w e r e  f o r  T  a m  i n v o l v e d  i n  t e a m  p l a n n i n g ’  ( 2 . 7 1 )  a n d  ‘ I
p l a n  w i t h  t e a m  o b j e c t i v e s  i n  m i n d ’  ( 2 . 7 1 ) .  T h e i r  l o w e s t  s c o r e  s c o r e  w a s  f o r  ‘ W e  s p e n d  t i m e
a s  a  t e a m  o n  o u r  p r o f e s s i o n a l  d e v e l o p m e n t ’  ( 1 . 9 4 ) .
A u t h o r i t y  B  h a d  s c o r e s  o f  3 . 0 0  f o r  ‘ I  a m  i n v o l v e d  i n  t e a m  p l a n n i n g ’ ,  ‘ I  k n o w  o u r  t e a m
o b j e c t i v e s ’ ,  ‘ I  m a k e  d e c i s i o n s  a b o u t  m y  p r i o r i t i e s  i n  t h e  l i g h t  o f  t e a m  p r i o r i t i e s ’  a n d  ‘  W e
s p e n d  t i m e  a s  a  t e a m  o n  o u r  p r o f e s s i o n a l  d e v e l o p m e n t ’ .  T h e i r  l o w e s t  s c o r e s ,  w h i c h  a r e  s t i l l
v e r y  g o o d  s c o r e s ,  w e r e  f o r  ‘ I  p l a n  w i t h  t e a m  o b j e c t i v e s  i n  m i n d ’  ( 2 . 7 5 ) ,  ‘ W e  h a v e  a  c l e a r
m a n a g e m e n t  o r g a n i s a t i o n ’  ( 2 . 7 5 ) ,  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  ( 2 . 7 5 )  a n d
*
‘ T h e  t e a m  s u p p o r t s  m y  o w n  p r o f e s s i o n a l  d e v e l o p m e n t ’  ( 2 . 7 5 ) .
A u t h o r i t y  C ’ s  h i g h e s t  s c o r e  w a s  f o r  ‘ I  a m  i n v o l v e d  i n  t e a m  p l a n n i n g ’  ( 2 . 4 3 )  a n d  t h e i r  
l o w e s t  s c o r e  w a s  f o r  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  ( 2 . 0 4 ) .
A u t h o r i t y  D  h a d  s c o r e s  o f  3 . 0 0  f o r  ‘ I  a m  i n v o l v e d  i n  t e a m  p l a n n i n g ’ ,  ‘ I  k n o w  t h e  t e a m  
p r i o r i t i e s ’  a n d  ‘ I  m a k e  d e c i s i o n s  a b o u t  m y  p r i o r i t i e s  i n  t h e  l i g h t  o f  t e a m  p r i o r i t i e s ’ .  T h e n -  
l o w e s t  s c o r e s  w e r e  f o r  ‘  O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  ( 2 . 5 0 )  a n d  ‘ W e  s p e n d  t i m e  
a s  a  t e a m  o n  o u r  p r o f e s s i o n a l  d e v e l o p m e n t ’  ( 2 . 5 0 ) .
N o  i t e m  h a d  g o o d  s c o r e s  t h r o u g h o u t .  A u t h o r i t i e s  B  a n d  D  h a d  h i g h e r  s c o r e s  t h a n  
a u t h o r i t i e s  A  a n d  C  f o r  e v e r y  i t e m .
Overall view of scores for organisation and management
N o  i t e m  h a d  g o o d  s c o r e s  t h r o u g h o u t ,  b u t  ‘ I  a m  i n v o l v e d  i n  t e a m  p l a n n i n g  ‘ , ’ 1  k n o w  o u r  t e a m  
o b j e c t i v e s ’  a n d  ‘ I  p l a n  w i t h  t e a m  o b j e c t i v e s  i n  m i n d ’  e a c h  h a d  6  g o o d  s c o r e s  o u t  o f  a  p o s s i b l e  
9 .  T h e  w e a k e s t  i t e m  w a s  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  w i t h  4  g o o d  s c o r e s  a n d  
3  p o o r  s c o r e s .
Comparison of organisation scores with those for key areas
S c o r e s  w e r e  c o r r e l a t e d  w i t h  t h o s e  f o r  h e a d t e a c h e r s  a n d  t e a c h e r s  s e p a r a t e l y  f o r  a d v i c e  a n d  
s u p p o r t  a n d  f o r  i n - s e r v i c e  e d u c a t i o n .  T h e  c o r r e l a t i o n s  f o r  a d v i c e  a n d  s u p p o r t  f o r  b o t h  
h e a d t e a c h e r s  a n d  t e a c h e r s  w e r e  n o t  s i g n i f i c a n t ,  n o r  w e r e  t h e  c o r r e l a t i o n s  f o r  h e a d t e a c h e r s  f o r  
t e a c h e r  d e v e l o p m e n t .  H o w e v e r ,  t h e  c o r r e l a t i o n  f o r  h e a d t e a c h e r s  f o r  t e a c h e r  d e v e l o p m e n t  
w a s  a t  a  l e v e l  b e t w e e n  5 %  a n d  1 0 % .
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Comments on questionnaires
T h e r e  w e r e  6  c o m m e n t s  a b o u t  o r g a n i s a t i o n  a n d  m a n a g e m e n t  o n  t h e  q u e s t i o n n a i r e s .  T h e y  a l l  
c a m e  f r o m  a u t h o r i t i e s  C  a n d  D  a n d  t e n d e d  t o  b e  c r i t i c a l .  T h e  f o l l o w i n g  c o m p r i s e  t h e  t o t a l  l i s t :
As an advisory teacher I often felt that the LEA management/advisory service management did not 
recognise advisory teachers as members of the advisory service. Information frequently reached schools 
before us - a lack of consultation about changes directly affecting us - no training or professional 
development with advisers.
Advisory teacher, authority C
As an advisory teacher new to the authority it was very difficult to pick up the relationships/positions 
between general advisers, county advisers etc. and difficult to understand the LEA ethos.
Advisory teacher, authority C
Fairly hierarchical and patriarchal management structures. We need a radical re-think in order to work 
genuinely as a team. The present climate does not make this easy.
Inspector, authority D
Role of senior inspector/adviser needs developing.
Inspector, authority D
‘Opportunities do arise to plan and prioritise in the team, but many of us are too busy with day-to-day 
matters that such decisions get left to senior colleagues.
Inspector, authority D
There is sometimes frustration among colleagues in the service that a tremendous amount of expertise 
within an inspection service is not always used to its full potential.
Inspector, authority D
E v i d e n c e  f r o m  i n t e r v i e w s
A  h u n d r e d  a n d  s i x t y  f o u r  p o i n t s  w e r e  m a d e  a b o u t  o r g a n i s a t i o n  a n d  m a n a g e m e n t  w e r e  m a d e  
i n  t h e  i n t e r v i e w s .  O f  t h e s e ,  3 0  w e r e  m a d e  b y  h e a d t e a c h e r s  a n d  1 3 4  b y  a d v i s e r s ,  i n s p e c t o r s  a n d  
a d v i s o r y  t e a c h e r s .  T h i r t y  s i x  w e r e  m a d e  b y  p e o p l e  f r o m  a u t h o r i t y  A ,  9  f r o m  a u t h o r i t y  B ,  3 3  
f r o m  a u t h o r i t y  C  a n d  6 6  f r o m  a u t h o r i t y  D .
T h e  c o m m e n t s  o f  h e a d t e a c h e r s ,  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  o n  t h e  o r g a n i s a t i o n  a n d  
m a n a g e m e n t  o f  t h e  a d v i s o r y  t e a m s  g a v e  a n  i n t e r e s t i n g  p i c t u r e  o f  t h e  c o n c e r n s  o f  e a c h  a r e a .
Authority A
T h i s  a u t h o r i t y  w a s  s e e n  b y  i t s  h e a d t e a c h e r s  a s  w e l l  o r g a n i s e d  a n d  c l e a r  a b o u t  i t s  o b j e c t i v e s .  
T h e y  a c k n o w l e d g e d  t h a t  t h e r e  h a d  b e e n  a  c o n s i d e r a b l e  c h a n g e  s i n c e  t h e  E d u c a t i o n  R e f o r m  
A c t  a n d  t h e  c o m i n g  o f  t h e  p r e s e n t  c h i e f  i n s p e c t o r  w h o  h a d  m a n a g e d  t h e  i m p l e m e n t a t i o n  o f  
t h e  c h a n g e s  n e e d e d  i n  t h e  a d v i s o r y  s e r v i c e .
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I’ve seen great changes over the years that I’ve been here in that now it is more regular. It is certainly 
more organised. It is more organised and certainly more constructive.
Primary headteacher Authority A
There’s been a marked change within the past 3 or 4 years, I don’t know how exactly. Either that was 
the National Curriculum or the Education Act inspired or a change of people or both. But certainly it’s 
far more positive now in terms of visits and frequency and knowing people, really knowing inspectors. 
Primary school headteacher, authority A
' There’s been a real change in the way the inspectorate has operated in the last few years. There is a sense 
that work is being managed and that they have objectives and know where they are going’
Secondary school headteacher, authority A
H e a d t e a c h e r s  f e l t  s u p p o r t e d  b y  t h e  i n s p e c t o r a t e  a n d  s e t  a  h i g h  v a l u e  o n  t h e  g e n e r a l  
i n s p e c t o r  r o l e .
My attached inspector proved invaluable during my initial induction to headship - due to pastoral 
commitment, professionalism and counselling I have received. If the role was dramatically altered to one 
of purely inspectorial, then I would find it positively threatening and unsupportive.
Primary school headteacher, authority A
I very much value the pastoral and professional role of my attached inspector. The job of the headteacher 
can be lonely at times and I feel it has been of great advantage to me to discuss aspects and issues related 
to my school with my inspector; somebody from outside can give a different perspective to a problem. 
Primary school headteacher, authority A
I n s p e c t o r s  a l s o  f e l t  h a p p y  w i t h  t h e  w a y  t h e y  w e r e  m a n a g e d  a l t h o u g h  l i k e  a d v i s e r s  
e v e r y w h e r e  t h e y  h a d  p r o b l e m s  o f  t i m e  m a n a g e m e n t :
A Well I think it helps us to be better inspectors because we’re working to our own time management. We
build in reflection time consideration. I definitely think it enhances the quality of what we do.
B I’d like somebody to turn round and say, ‘No you shouldn’t be doing that’ (It) sometimes would be good
for me. I mean it says something about my own time management, but I think sometimes that (although) 
I prefer the way we have our time on the whole, (nevertheless) it would be quite nice if someone said, 
‘No, you shouldn’t be doing that.’
C I think it’s sometimes useful to ask whether we’re actually doing the things that we should be doing. I
think there’s a tendency to do the things that you like doing and some of the less pleasant things you 
marginalise a bit.
A We’re only able to manage our time in the way we do because there are very clear frameworks like the
fortnightly meeting, like our clear ideas about what our inspection programme is, like publishing the 
annual inspection programme. These things are all laid down. When we talk about being creative with 
our time, it’s within fairly narrow parameters because those things are fixed on a consultative basis. I 
think that’s another important aspect that it’s agreed within the team that this is how we’ll operate. 
Inspectors, authority A
A d v i s o r y  t e a c h e r s  w e r e  l e s s  h a p p y  a n d  f e l t  t h a t  t h e y  a r e  n o t  s u f f i c i e n t l y  i n v o l v e d :
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A What I’m saying is ‘No imposition from outside’ I know I sound as if I’ve a bee in my bonnet but we’ve
had too many things imposed on us without consultation. They haven’t always been working in our 
favour.
B They are, but having said all that things are nothing like as lax as they used to be. On the one hand total
freedom and almost ignorance in the division, I think. There has been a lot which has been imposed but 
for the benefit of all. Whereas before I don’t think anybody knew what was going on.
Advisory teachers, authority A
It seems odd that within schools, staff are saying ‘These are my training needs. This is part of my 
professional development’ and it has to be followed in the school development plan. It doesn’t work for 
us, does it? You know there’s not even an effective communication channel for us and not being allowed 
to meet freely.
Advisory teacher, authority A
T h i s  w a s n ’ t  t r u e  o f  e v e r y  a d v i s o r y  t e a c h e r :
I feel I’m completely free - within agreed objectives. I have a very clear direction. I have one line manager 
who’s a general inspector and we have 2 particular meetings in a year when we review and identify goals 
and that provides a framework.
Advisory teacher, authority A
Authority B
I n  t h i s  a u t h o r i t y  t h e  h e a d t e a c h e r s  g a v e  e v i d e n c e  o f  u n c e r t a i n t y  a b o u t  t h e  w a y  i n  w h i c h  t h e  
a d v i s o r y  s e r v i c e  h a d  c h a n g e d .  T h e r e  w a s  a  f e e l i n g  t h a t  m o r e  c o m m u n i c a t i o n  i s  n e e d e d .
Teachers in schools see the service as information gathering. Since the National Curriculum came in, it’s 
changing from information gathering to more of a schools’ inspection service... and is moving away 
from being a critical friend... which has created tensions within schools because they’re unsure what role 
the advisers come into school with. It’s also created tensions within the advisers themselves because 
they’re trying to meet the staff after, they’re trying to discuss things with the staff and the staff step back 
because in some ways they;’re unsure of what they can say and how much they can say.
Primary school headteacher, authority B
About teachers not understanding the role of an adviser. I think this is a very important point... We don ’ t 
actually know how they’re making their evaluations and offering advice.... What are they looking at? 
How are they going about this situation? Is it simply on the hoof or is it a deliberate plan?’
Secondary school headteacher, authority B
Quite clearly advisers talk about something and agree. They do have a plan. They don’t actually inform 
us until in the course of the year one or two let it slip.
Secondary school headteacher, authority B
This knowledge that there is a central file somewhere of ‘relevant and significant’ information about the 
school was disturbing as no one knew what was contained within it as there was no positive feedback. 
For trust and commitment to develop this should cease and reports and records be open on both sides. 
Ideally there should be discussion before a classroom visit to set the scene, explain targets and present 
working conditions.... There needs to be a more open approach by the advisory service with a much 
clearer format and programme for the visit. This is possible but must not lose sight of their primary role 
which is support and encouragement not inspection.
Paper by primary school headteacher, authority B
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A d v i s e r s  w e r e  g e n e r a l l y  h a p p y  w i t h  t h e  m a n a g e m e n t  a n d  o r g a n i s a t i o n  o f  t h e i r  t e a m :
I think it’s very tightly managed, the team here... I think we’re clear about expectations for us in terms 
of challenging support I think the management of our time and the expectations of what we do, not to 
be sloppy in anything we do.
Adviser, authority B
When I talk to other specialist advisers from other parts of the country I’m quite pleased with the relative 
freedom that we seem to have. I mean, there are certain parts of the programme that are pre-determined 
but we do have freedom for a fair number of things.
Adviser, authority B
A  m a j o r  p a r t  o f  t h e  e v a l u a t i o n  p r o c e s s  i n  t h i s  a u t h o r i t y  w a s  t h e  c o m p u t e r  r e c o r d :
(Of the computer record) In actual fact it sounded rather daunting and off-putting at first but its only a 
few minutes each day. It’s keeping the sheet every day. Actually I find it quite useful at the end of each 
month or the end of the year to see die analysis in terms of my work over that period. It does vary at certain 
points of the year.... It makes you reflect on the way your monthly programme has gone. I don’t know 
how effective it is in improving my particular practice but it makes me feel guilty on occasion about the 
amount of time I haven’t spent in schools.
Adviser, authority B
I think one of the concerns at the beginning - one of the things that people were worried about was the 
audience, the potential audience. On the one hand it’s useful statistically to see what our work pattern 
was like over an annual period but on the other there was concern as to what use would be made of the 
detail.
Adviser, authority B
It did make me, just starting, make me look again at how things were organised and fit visits and places 
closer together and to be a bit more effective so it did help with that 
Adviser, authority B
Authority C
T h e  m o v e  t o  a  g e n e r a l  a d v i s e r  r o l e  w a s  c o m p a r a t i v e l y  r e c e n t  i n  t h i s  a u t h o r i t y  a n d  a  l i m i t e d  
a m o u n t  w a s  l a i d  d o w n  a b o u t  i t :
Each general adviser is expected to spend 3-6 days, according to the size of the school, in developing 
work in his or her general schools. This is expected to be clearly focussed. They spend about 70% or their 
time on inspection and 30% on support. Records are completed for each visit which go onto a database. 
The pressure to develop inspection has been balanced by the reduction of in-service education because 
the pattern is no longer one which schools find meets their needs.
Chief adviser, authority C
T h e  p r o b l e m s  o f  t h e  m o v e  t o  t h e  g e n e r a l  a d v i s e r  r o l e  i n  t h i s  a u t h o r i t y  a r e  e v i d e n t  i n  t h e  
c o m m e n t s  m a d e  b y  h e a d t e a c h e r s .  S o m e  f i n d  t h i s  a  h e l p f u l  r o l e ;  o t h e r s  s e e  l i t t l e  p o i n t  i n  i t :
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As a new head the link with the general adviser has been a lifeline to the LEA both in terms of contact 
and in terms of the range of services and I’ve been particularly fortunate in that I’ve developed a working 
relationship with the general adviser.... He has been involved in running training and development, 
development planning, in in-service work with staff, inter college and our recent experience that the link 
is new with the general adviser as well as our community adviser (has been) a tremendous learning 
experience for the whole college.... The general adviser’s role, I’ve found as a  new head has been crucial 
in establishing the link and getting the range of contact that you can’t easily get yourself.
Community college principal, authority C
As a new head who’s not been in the authority for 13 years, I’ve found the general adviser role awkward 
and I’ve gone to people rather than through the general adviser.’
Secondary school headteacher, authority C
I regret to say that... my first general adviser in this authority said, ‘I don’t really know why I’ve got this 
job’ and kept not turning up for meetings that were arranged and the next one said he was retiring in a 
few months and the third one’s applying for other jobs.
Secondary school headteacher, authority C
On the whole it seems to me that the generalist route has been a disastrous decision and one I deplore 
.... I wouldn’tbe that dismissivebutmy own personal experience is that the process where specialist into 
generalist and particularly huge attempts to go cross phase, huge attempts to become knowledgeable on 
all fronts was close to being disastrous, in my view.
Secondary school headteacher authority C
One of my conversations was with the music adviser. She said, ‘I’m a musician. I don’t even know what 
to do as a general adviser’ and that was an honest admission from one subject specialist into a role she 
was thrust into that she wasn’t originally appointed to.
Secondary school headteacher authority C
My general adviser, I’m very fond of but I think he would be the first to agree that his heart’s not in being 
a general adviser. His heart is in his special subject which he’s very good at and I do wonder really. I 
suppose I have to say that the structure is fine on paper but it’s so shattering for some people, isn’t it, the 
change of structure.... It depends very much... on the general adviser you get... so you can range from 
one like mine who is very amiable and I have to say, exceptionally helpful, but he wouldn’t really see 
his role as coming to talk to me about the development plan.
Secondary school headteacher, authority C
They haven’tbeenrecruitedfor this. Of course if they’dbeenrecruitedfor general workitwouldbe rather 
different because you’d be trying to get people who’d got the right experience for it 
Secondary school headteacher authority C
T h e  a u t h o r i t y  a l s o  h a d  b o t h  g e n e r a l  a d v i s e r s  a n d  s p e c i a l i s t  a d v i s e r s .  T h i s  w a s  a n  
i n h e r i t a n c e  f r o m  a  p r e v i o u s  o r g a n i s a t i o n  a n d  t h e  i d e a  w a s  t o  p h a s e  o u t  t h e  s p e c i a l i s t s  i n  f a v o u r  
o f  g e n e r a l i s t s  w i t h  s p e c i a l i s m s :
I’m going to identify myself straight away that I think there’s also the issue of the division between 
curriculum advisers and general advisers and that has tended, certainly in my work, to sometimes 
marginalise the curriculum advisers and impacts on the work of the general adviser. And the other issue 
of the curriculum adviser’s work across county, they’re not restricted to a particular team. So that is a 
tension - a different dimension of working. And I think what has certainly happened is that sometimes 
the curriculum advisers have felt marginalised because they’ve not been involved in actually what has 
been discussed and all the general plans.
Adviser, authority C
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We’re (curriculum advisers) gradually dropping out of the team... We disappear and are not replaced. 
Different areas of the curriculum disappear so you’re not actually providing across the board curriculum 
support anyway. So I guess most authorities have gone down the line of the general adviser with a 
specialism attached to them and I can’t see any other way round that. But I think it does create lots of 
problems in terms of the adequacy of support that can be given. They’re two separate responsibilities and 
when you’re talking about selling the services you’ve got a real tension there.
Adviser, authority C
A I think what concerns me... is that the curriculum has been frozen out In fact because of the inspectorial
role that’s been taking over and people have had to cover the schools, the curriculum aspect has actually 
been diminished and so people are general advisers. They are not curriculum advisers. This is where 
primary teachers want the input.
B That is something I was going to say, that at a time when we’ve become very subject orientated, we’ve
lost the expertise of the advisory service, because they... have had to become general advisers. 
Primary school headteachers, authority C
It does seem to me that over appointing staff and things of that sort, it’s tremendously helped...if you’re 
appointing a modem linguist... I mean it’s tremendously important to have somebody there who can 
speak the language and so on and give you proper curriculum advice on how to set it up.
Secondary school headteacher authority C
T h e  a u t h o r i t y  a l s o  h a d  a n  a r e a  t e a m  s t r u c t u r e  w h i c h  w a s  s e t  u p  a t  t h e  s a m e  t i m e  a s  t h e  
g e n e r a l  a d v i s e r  r o l e .  I t  w e n t  t h r o u g h  a  p e r i o d  o f  d i f f i c u l t y  a n d  w a s  b e g i n n i n g  t o  f i n d  a  w a y  
f o r w a r d :
I think the other thing I’d like to say about the particular area team that I’m in. There was a lot of - we 
didn’t have rows, but there was a lot of ‘I don’t want to be part of it’ in the team and some people just 
not coming at all. We didn’t have, I don’t think, the same cohesion at the beginning and that’s gradually 
changed but there was quite a lot of negative feeling, some people sitting there there thinking, or even 
saying *1 don’t want to be here. I’d rather be doing something else.’
Adviser, authority C
As a newcomer I found the structures very helpful and initially being a member of a smaller team within 
one of the areas was particularly useful in terms of the initial induction process and having a network 
of people that I could quickly associate with and actually allow myself to get functional. I also found that 
the sort of procedures within the area team were quite clearly laid out for a newcomer. It was very 
apparent who your line manager was and what were the procedures you went through in the majority of 
cases to get things done.
Adviser, authority C
I think all the difficulty I’ve found in terms of managing an area team is not being clear about which are 
the area team’s responsibilities and which issues are actually made at area and county or even in 
departments. And it’s sometimes a difficulty of not being sure what we can do and what we can’t do. 
Senior adviser, authority C
The one question I’ve got in relation to the team structure... was just how consistent are we within the 
teams that are operating at the moment and therefore the networking structure between the teams needs 
to be perhaps formalised and looked at and examined in terms of providing a more consistent approach 
and a more consistent service. I don’t think many LEAs have actually cracked that one.
Adviser, authority C
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I like the way they’re becoming more consumer orientated.... (The county) has this tradition of advisers 
there if you need them but don’t bother too much if you don’t and so there’s always been this tradition 
of consumer friendliness to it - and it doesn’t just go for advisory, it’s the whole county operates in this 
way, are much more responsive to our needs as a school than they were in the past.... It’s good we can 
say ‘We want this service please can you provide it?’ So I like the way things are going on that score. 
I do feel for them, because I’ve known some of these people for a long time and I know they’re anxious 
about their futures.
Primary school headteacher, authority C 
Authority D
T h e  p r i n c i p a l  c o n c e r n  i n  a u t h o r i t y  D  w a s  t h e  s p l i t  b e t w e e n  i n s p e c t i o n  a n d  a d v i c e .  T h e  c o n c e r n  
r a n  t h r o u g h  a l l  l e v e l s  i n  t h e  s e r v i c e :
I think initially people were concerned about the separation between inspector and adviser. Many 
colleagues had come into this service because they saw a duality in inspection and advice. They felt that 
one couldn’t separate one from the other. There were professional demands in carrying out an inspection 
process which is not only objective but developmental. That developmental side is very much linked to 
an advisory side as well. I think people felt uneasy about that.
Principal adviser, authority D
I think there’s no doubt that if you take the inspection team,... they’ve been able to concentrate far more 
on that function and the roles of inspection and give more time to their working procedures and 
documentation that they use. They’ve been able to give the whole process more quality time than if they 
were trying to run a centre and be called on for advice left, right and centre as we and we certainly felt 
... that everybody is complaining about overload, that this would be a very good way of actually being 
very clear about what the role is and being able to manage time.
Assistant chief education officer and head of inspection advice and support service branch, authority D
A I’m quite happy to have inspection and advice separated, because I did not understand the advisory
service. I would not be happy if the roles were merged because I wouldn’t be happy about trying to merge 
well with the class of inspector. I think the inspectors are far less happy because they don’t actually like 
their role so much, that’s the impression I’ve gained.
B I would be quite happy to see a merging of roles. I ... was an advisory teacher at the time when it happened
and it didn’t make sense to me and it still doesn’t make sense in practice to separate the 2 roles.<
C Yes. I agree with that.... I can’t see how you separate inspection from advice. I think they go hand in hand
and you know, to make an artificial division between them when you’re inspecting a school and when 
you’re offering advice to a school is not very helpful.
Advisers, authority D
But there is a big difference in the way schools perceive us. If we go in as advisers they see us as being 
there to help and support. When inspectors go in they’re inclined to see them in a different light and I 
think the whole image that school has of the person is very important in terms of how you can help. 
Adviser, authority D
One headteacher felt that things were beginning to go well:
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I have only been an inspector for 9 months and previously I had 5 years of being a seconded primary 
headteacher... and that was very much advisory work and I thought it was going to be a most enormous 
change in my life becoming an inspector. I would have been much happier to have become a primary 
adviser but that wasn’t to be the case. I think I agree... that being an inspector does incoiporate being 
an adviser at times specifically through the inspection mode.... You cannot not be an adviser any more 
than when you’re inspecting a school when you’re talking with teachers, issues that have come up 
through their teaching and through the management of the school. You can’t not do this (except by) 
moving to an advisory mode and so I don’t think I’ve found it such an enormous change.
Inspector, authority D
I think there’s still a great deal of confusion in schools about the difference in roles and people find it 
difficult to distinguish between an adviser and inspector even when an inspector has arrived for the job 
a good time after the division took place.
Inspector, authority D
S c h o o l s  d i d  n o t  w e l c o m e  t h e  s p l i t  b e t w e e n  a d v i c e  a n d  i n s p e c t i o n :
I disagree with the separation (of inspection and advice) I think in the long term anyway the new 
arrangements for the inspection... to have a group of people registered, who actually spend all the time 
inspecting and if they’ve got to inspect a quarter of the schools in (the county) every year to get the 4 year 
cycle out, then I’m unhappy in the long term about their perceptions that they actually have in terms of 
the county as a whole (and) strategic movements nationally. I think schools have benefited more from 
advice than inspection. I mean the sort of big bang inspection that we’ve had in (this county) as in other 
midland authorities hasn’t actually produced the results that advice to a particular curriculum area would 
have actually produced.
Secondary school headteacher, authority D
'I can never quite make out who I turn to on certain occasions. My staff aren’t absolutely clear either and 
they have much more to do with the teams than I do by the very nature of the fact that they would be talking 
with the advisory teams and sometimes with the inspectors.
Secondary school headteacher, authority D
I value advice 500 times more than I value inspection.... I prefer to look at one particular curriculum area. 
... but I need to learn from the (advisory service) trends nationally, the backdrop, to put my school against 
that or into the context and I need advice and help in terms of the way ahead.
Secondary school headteacher, authority D
I can see the rationale for doing it (splitting advice and inspection) that the interests of the 2 groups are 
different but I hope the relations between them are good because if the advice is to be worthwhile it’s 
got to come from what the inspectors are finding out and unless they get that communication right then 
they may well be doing what people don’t want, so it would bother me if the 2 departments were totally 
separate from each other. I think that communication’s crucial.
Secondary school headteacher, authority D
This is (a concern) that has arisen with an HMI but the same thing could occur with the county 
inspectorate and that is that although the advisory services have split to some extent an inspector still 
needs to be able to ‘give advice. A concern has arisen where an inspector came in and had a criticism 
to makebut when asked, “Well how should we do it?’ Tm not here for that purpose. I’m not an adviser.’ 
I think that it a very wrong way to go.
Middle school teacher, authority D
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T h i s  a u t h o r i t y  u s e d  i t s  i n s p e c t o r s  i n  t h e  g e n e r a l  a d v i s e r  r o l e :
The district inspector has responsibility for visiting a number of schools cross phase and on a regular basis 
and the idea really is to negotiate... a particular line of evaluation with the school. It involves at its best 
observation within the classrooms and district inspectors have schedules to work from and a focus each 
term.... School development plan is something we return to again and again and we try to demonstrate 
... just how important the school development plan is.
Principal inspector, authority D
The district inspector has responsibility for monitoring the plan (following inspection) and we attach 
after an inspection, a link adviser and the adviser’s responsibility is to coordinate support for that school 
Assistant chief education officer and head of inspection, advice and support service branch, 
authority D
T h e  a u t h o r i t y  h a d ,  a t  t h e  t i m e  o f  t h e  f i e l d  w o r k ,  j u s t  s e t  o u t  i t s  f u t u r e  p l a n s  f o r  s c h o o l s  
a n d  w a s  o f f e r i n g  t h e m  p a c k a g e s  o f  s e r v i c e s .  A d v i s e r s  w e r e  f e e l i n g  p l e a s e d  b e c a u s e  t h e  l a r g e  
m a j o r i t y  o f  t h e  s c h o o l  w e r e  t a k i n g  t h e m  u p .  T h e r e  w e r e  s o m e  c o n c e r n s  f r o m  s c h o o l s  a n d  
i n s p e c t o r s  w e r e  s t i l l  w a i t i n g  f o r  t h e i r  t u r n  t o  c o m e .
One of the worries I’ve got is that when they package so many diverse things together. They might not 
seem diverse up there but when it actually comes into school, yes, you’re in a cleft stick, because you 
either accept the whole package and get a platinum deal or you opt in and only get a gold. If you opt in 
and get a gold package rather than a platinum one, it costs you a great deal. It’s foolish not to go for 
platinum, but they’re telling us we’ve got a choice. We haven’t got a choice.
Primary school headteacher, authority D
All the energies have gone to making sure that packages do very much concern the advisory branch, that 
everybody knows about that and that everything is up and running for that and there has almost been at 
times, the comment that, you know, we’ve got time to think about you because you’re not coming on 
stream when everybody else is and then, of course, what is going to happen to inspection in general terms, 
regarding what comes out from theDFE (Department for Education), so I think, you know it hasn’tbeen 
a situation where we’ve been not loved and forgotten. It’s a case of ‘our turn will come.’
Inspector, authority D
Planning
A l l  4  a u t h o r i t i e s  h a d  w e l l  o r g a n i s e d  a r r a n g e m e n t s  f o r  p l a n n i n g .  T h i s  w a s  e a s i e s t  i n  a u t h o r i t y  
A  w h e r e  t h e  w h o l e  t e a m  c o u l d  e a s i l y  b e  i n v o l v e d  i n  a l l  t h e  p l a n n i n g .  I t  w a s  n o t  t o o  d i f f i c u l t  
i n  a u t h o r i t y  B  w h i c h  c o u l d  h a v e  s o m e  i n v o l v e m e n t  o f  t h e  w h o l e  g r o u p  b u t  i t  b e c a m e  a  m u c h  
m o r e  d i f f i c u l t  m a t t e r  i n  t h e  2  l a r g e r  a u t h o r i t i e s .
We do have task groups and all the task groups have memberships across the teams from the networks. 
Each network will put 2 or 3 people forward, seeking to create, not just the rhetoric of working together 
but some practical examples.
Principal adviser, authority D
I think the arrangements for inspection, forexample, and the more formal planning is an example of (our 
planning) where (the chief adviser) certainly leads it and maybe a group of people will simply plan the 
development and the draft is put to colleagues for consideration.
Adviser, authority B
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I think we’ve been reasonably involved at the planning level. I mean, the team leaders of the area teams 
(advisory teacher leaders) have a regular meeting with the line managers and project managers. It’s quite 
difficult to know how much you’ve been involved because really there are decisions going on at another 
level but I guess as team leaders we would feel we’ve a reasonable forum but how much that has affected 
what actually happened I would hesitate to say.
Advisory teacher, authority C
One of the things I miss in the advisory service is the notion of collaborative working amongstcolleagues 
I think, you know, in a good school and effective school you often get more of this... and I understand 
why we don’t get it to the same extent here. We’ve got very busy diaries and we’ve got many, many 
different aspects to the job that need to be done in limited time, but I ... dislike the notion of making 
decisions, which you sometimes have to do without really having made an effort to work with other 
people on it.
Adviser, authority D
Communication
M o s t  o r g a n i s a t i o n s  h a v e  c o m m u n i c a t i o n  p r o b l e m s  a n d  t h e s e  h a v e  b e e n  m a d e  m o r e  d i f f i c u l t  
b y  t h e  D e p a r t m e n t  f o r  E d u c a t i o n  w h i c h  n o w  s e n d s  m a t e r i a l  d i r e c t l y  t o  s c h o o l s  w i t h  o n l y  a  
f e w  c o p i e s  t o  t h e  L E A .  I n  t h e  s m a l l  a u t h o r i t y  t h e s e  m a y  g e t  t o  t h e  a d v i s e r s .  I n  t h e  l a r g e  
a u t h o r i t y  t h i s  i s  o f t e n  a  p r o b l e m .  A l l  4  a u t h o r i t i e s  m a d e  c o n s i d e r a b l e  e f f o r t s  t o  c o m m u n i c a t e  
w i t h i n  t h e  t e a m .
And we do have designated times within the year when we all come together. For example, we’re doing 
that this week when the focus is going to be on inspection or on in-service or appraisal or whatever, so 
that those days are blocked into our diaries and they are essentially planning days.
Adviser, authority B
In theory we have4 weekly access to the area team of advisers.... For some, one of the teams, it’s worked 
very well and it’s been a regular one. For 2 of the others it hasn’ t actually worked as it ought. For instance 
they met with our team of advisers and curriculum advisers only twice during the year, where other areas 
have met more, I think.
Advisory teacher, authority C
I find I’m not involved at all. I fact I find it difficult to find out information that I think is relevant to my 
work.and knowing where to go, finding that information out, or knowing that that information might 
exist that would actually support me.
Advisory teacher, authority C
A I keep going into schools and to governing body meetings and find I don’t actually know what it is the
head is actually talking to me about because the schools have had all the information and we haven’t.
B Mind you, I think massive efforts are made to keep us informed. We all complain about the huge
quantities of paper we lift from our pigeon holes, now an enormous amount of thosepapers are to do with 
the effort to keep us informed and I don’t always read things as carefully as I ought or I put it on one side 
to be read later and that’s maybe one reason why I miss information.... I just feel that the climate of 
education is such at the moment that it’s probably impossible to know everything about all that is 
happening. I do feel people try very hard to keep us informed.
Advisers, authority D
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I think there’s an immense effort made to communicate. I mean there’s an absolute deluge, an avalanche 
of paper work. It’s worse in the advisory service or in the education authority than it is schools in my 
experience, although it may have got worse in schools in the past 18 months. Nobody tries to ... keep 
things away from you. There isn’t time to look at the things which come. There’s a lot of communication 
in that respect and about the big decisions when they’re made. Normally, with the odd exception,there’s 
a lot of explanation about why the decisions are being made so no criticism about that It’s probably to 
do with the uncertainties of the moment the difficulty of trying to find time to work things through. 
Inspector, authority D
I n  a u t h o r i t y  D  t h e r e  w a s  a l s o  t h e  p r o b l e m  o f  c o m m u n i c a t i o n  b e t w e e n  t h e  2  b r a n c h e s  
o f  t h e  s e r v i c e .
And there are problems with communication... We inspected one particular school, for example, where 
the headteacher went to the advisers and said ‘Well inspectors are saying we shouldn’t be doing projects 
any more’ and the advisers came back to us and said ‘What are you doing? You’re undermining the way 
we feel about things.'
Principal inspector, authority D
The use of time
A d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  s u g g e s t e d  t h a t  t i m e  i s  a  p r o b l e m  i n  a d v i s o r y  w o r k .  T h i s  i s  a  
p r o b l e m  w h i c h  w i l l  n e e d  a t t e n t i o n  a s  a u t h o r i t i e s  t r y  t o  s e l l  s e r v i c e s  s i n c e  s c h o o l s  w i l l  e x p e c t  
t o  g e t  a n  a g r e e d  a m o u n t  o f  t i m e :
I almost feel that we’ve got the worst of both worlds.... Nobody dictates what they do to our diaries but 
we do get castigated too about whether or not things are in our diaries and in some ways it would be easier 
- 1 would hate it - but in some ways it would be easier if somebody said ‘This what you’re going to do 
and this is when you’re going to do it’. That would at least tell them what commitments I’d got that I 
couldn’t move and I could plan accordingly for the rest of the time but there appears to be no link between 
what we have to do and the amount of time in which we have to do it.
Adviser, authority C
I suspect the commitment to the amount of time we spend in schools and working in schools that will 
have to be set down more, particularly where you’re talking about selling services to schools. You have 
to have some form of guarantee that you are actually (going) to spend the time there.
Adviser, authority C
I was very impressed with the level of professionalism where people prepared a thing, the hours they 
worked; teachers work long hours too, it just seemed that many people in the advisory service were 
working longer hours than I had ever anticipated. I think it’s something we’re very much aware of but 
it’s not something anyone tells you.
Adviser, authority B
I get the impression that we don’t get any feedback as to whether the department are happy.... But 
my impression of those who are line managers actually have no time to manage. So I do not know 
how my line manager would know how well I was doing because he has no time in which to manage 
me. He only has time to talk to me and I find that valuable, but in the sense of knowing what I’m 
doing and seeking the views of other people he does not have time to do that 
Adviser, authority C
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A Tremendous freedom. I think that’s one of the big differences between our role and that of the inspectors.
They’re given a programme to work to whereas we have tremendous freedom with our time at the 
moment. I think it’ll change considerably in September.
B I have found this year... thatalthough you try to plan your diary carefully, you know when your in-service
commitments and appointments with schools are, when you’re drawn into working groups on a range 
of issues they tend to be short order things because of the pattern of change at the moment, you know, 
considerable time pressure upon them and suddenly all your careful planning of your diary goes to pot 
Advisers, authority D
Evaluation
A d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  i n  a l l  4  a u t h o r i t i e s  w e r e  g i v i n g  a  g o o d  d e a l  o f  t h o u g h t  t o  
e v a l u a t i n g  t h e  w o r k  t h e y  w e r e  d o i n g .
We set up success criteria for the LINC (Language in the National Curriculum) project fairly early on 
... and now we’ve looked to see if we’ve fulfilled those long term things like changing attitudes... but 
I think it’s rather more difficult in doing ihings for schools because they’re so vague about what their 
aims are and they’re not sure what they hope to get out of it. For some schools it’s a very new exercise. 
Advisory teacher, authority A
We had quite an extensive evaluation of the S ATs (Standard Assessment Tasks) training, meeting with 
groups of invited teachers, with representatives from those groups going to other groups, so that we had 
a very structured feedback from that particular exercise.
Adviser, authority B
In our secondary schools we have a two yearly cycle and we review the work of all departments and that’s 
an in-depth review, effectiveness, the running and so on of the specialist departments.
Adviser, authority B
We have a cycle which involves analysing your annual programme so that we discuss very gainfully what 
we have got out as a service over the year, so that individually we reflect on our year’s work. We make 
a draft and these are all put together as an advisory report of the advisory team. And so, in a sense, we 
look backwards as well as forwards. And it also requires individuals to develop short and long term plans. 
So individually we are asked to look at our own analysis and our own role in addition to a role on team • 
lines.
Adviser, authority B
I’ve done a bit of work on evaluating review, team review, but that was only one aspect. It was really 
trying to identify whatpeople valued, advisers, heads and inspectors and what could be improved. It was 
like an interim evaluation to get things feeding back into the system, but we haven’t done anything in 
depth. Although I suppose, I mean, I don’t like to mention it, but in fact the appraisal could have potential 
- we do actually want feedback on particular effective work. We could use that profile, to seek feedback 
on the area you want to look at.
Senior adviser, authority C
This is an area which is going to be absolutely crucial in the future, you know. It’s something we’re 
traditionally not very good at is the process of evaluation. I mean I sense it’s something that we all do 
pretty much as individuals, any way. we’re constantly doing it, but it’s not particularly systematic in the 
way that it’s approached and very often the information that you get back from schools can be fashioned 
by the questionnaire that you use or the questions that you ask. Very often it’s out of date. By the time 
you actually act upon it the schools have moved on and their starting points are very different and 
therefore it’s not very helpful.
Adviser, authority C
Q How free are you to plan your time?
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I’m not certain that a tick sheet at the end of a course is that helpful, but I do feel that... at the end of a 
period of in-service training... allowing colleagues to go into school and try things, often I’ve found that 
colleagues have come back,’Well now I know a little bit more I can try this out. I’ve tried this out with 
a group of youngsters’ and I think it sets up a general debate. Well that is to me to some extent giving 
you some indication of how successful or how you haven’t been that successful in giving colleagues 
some help and support in that area of curriculum.
Advisory teacher, authority C
Q How do you evaluate your work?
A Something as one fairly new in post, I’m trying to come to terms with at the moment. The in-service is
nearly cracked in a sense in that there is an evaluation that the advisory teacher I work with and I do for 
ourselves immediately after each input. There has been an evaluation that we get from course members 
at the end of the course and we’re working now on something for them to send back to us, let’s say six 
months later to say what you’ve implemented in school. That aspect of it we’re nearly comfortable with. 
What we are wrestling with at the moment is evaluating what we are doing when we go into a school and 
meet with the staff or a headteacher. we haven’t got an answer to that yet, although if we see some kind 
of change taking place then perhaps it’s been effective.
Adviser, authority D
In the long term training that we’ve been doing for the 4+ initiative, we have linked our visits to the units. 
One of the things we actually specifically look for is evidence of the effectiveness of in-service in the 
practice, in what we see on the walls, in the teachers’ planning and that sort of thing. We’re consciously 
looking for that and if it’s not there then the question is why not. Was the delivery not good? Was the 
subject not right?
Adviser, authority D
In terms of in-service we’ve had an immediate team review of effectiveness, viewing what went on in 
terms of presentation and content.... In terms of school visits and project work we’re looking at... the 
school identifying an issue and we’re working on strategies we work together on and then what our input 
may be and we then look in terms of what data we’re going to gather to indicate whether the work we’ve 
done has been effective and that might be in terms of collecting children’s work, in terms of observation 
in the classroom of teachers, making observations or whatever, from various sources.
Advisory teacher, authority D
Clerical assistance
T h e r e  h a s  b e e n  a  t r a d i t i o n  o f  u n d e r - p r o v i d i n g  c l e r i c a l  a s s i s t a n c e  f o r  t h e  a d v i s o r y  s e r v i c e  ( c f  
S m a l l  1 9 8 2 ,  A u d i t  C o m m i s s i o n  1 9 8 9 ) .  T h e r e  a p p e a r s  t o  b e  s t i l l  s o m e  u n s a t i s f a c t o r y  p r o v i s i o n  
f o r  s o m e  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .
A lot of the areas I feel frustrated by, I suppose, and that’s the word I’d put, are things like goals being 
set without the practicalities for the achievement being laid out. I mean one good example for me, would 
be the lack of defined clerical support and support of hardware and software.
Advisory teacher, authority C
I’ve worked in the system where you sort of tap into a pool of help as opposed to having somebody 
attached to your team which is the current situation for maths and there is no question about which is the 
better way of providing support To have somebody who is always attached to your team who starts to 
understand the way it works and can handle enquiries sometimes herself, feels part of you, feels part of 
all the meetings you have, you, shares your triumphs with you. There’s no question, it’s much better than 
a pool.
Adviser, authority D
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My support is appalling. I type all my own in-service, well, A and I between us do the typing up ourselves, 
we do the photocopying ourselves, we do all our own filing. If we are writing individual letters, we do 
that ourselves. If I’m writing a letter that needs to go out to say 20 different headteachers, I’ve got to ask 
for clerical support because I’ve not got the IT skills to do that. We have severe problems over telephone 
messages.
Adviser, authority D
I think our assistance is very poor, certainly in our team. We do all our own. You’ve got to write any 
reports or anything. You just do it yourself. You automatically do it yourself. There’s no one there to 
provide any backup. So that’s certainly a problem and always has been.
Advisory teacher, authority D
The role of advisory teachers
T h e  a d v i s o r y  t e a c h e r s  h a d  r a t h e r  d i f f e r e n t  r o l e s  i n  t h e  d i f f e r e n t  a u t h o r i t i e s .  I n  a l l ,  h o w e v e r ,  
t h e y  w e r e  r e s p o n s i b l e  t o  a d v i s e r s  o r  i n s p e c t o r s  a n d  i n  3  t h e y  w e r e  t h e  o v e r a l l  r e s p o n s i b i l i t y  
o f  a  s e n i o r  m e m b e r  o f  t h e  a d v i s o r y  t e a m  w h o  w a s  r e s p o n s i b l e  f o r  t h e i r  t r a i n i n g . i n  s o m e  
c a s e s .
I work with (general adviser) and we had a meeting last week, a two hour meeting and we established 
what we were going to be looking at and focussing our attention on next year. So I think the overall brief 
is through... my line manager. The day-to-day and to some extent a lot of the future planning is very much 
for me to establish myself.
Advisoiy teacher, authority C
I like to be quite involved with what my advisory teachers do and I have 2, both mathematics...One’s 
primary and one’s secondary and they change quite frequently over a period of 5 or 6 years, so I seem 
to spend most of my time inducting new advisory teachers in and it’s quite a large responsibility. 
Inspector, authority A
Some of my teachers liked quite a lot of contact because they wanted to share what they ’ d done and others 
preferred to be abit more separate so they could develop their own autonomy. But I think the whole aspect 
of their personal development and their own career development for advisory teachers is quite a crucial 
one.
Inspector, authority A
T h e r e  w a s  c o n c e r n  a m o n g  a d v i s o r y  t e a c h e r s  a b o u t  c h a n g e s .
I was appointed 3 years ago as part of a primary maths team, which had a third of the county and I had 
half a day working in different schools and I went into classrooms and I worked with teachers in 
classrooms and I took staff meetings and I ran teacher days. I had that contact with teachers. Now at the 
end of that year the whole structure changed and we became part of an area team and much more general 
...’No you don’t go and work with teachers in the classrooms any more. That is not on the agenda’ and 
although the one was much more expensive on advisory teacher time, I would say it was far more 
effective.
Advisory teacher, authority C
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I n  a u t h o r i t y  C  s o m e  a d v i s o r y  t e a c h e r s  w e r e  a p p o i n t e d  b y  a  g r o u p  o f  h e a d t e a c h e r s  t o  
w o r k  i n  t h e i r  s c h o o l s :
I have a feeling that I’m responsible to the group of schools to which I have a first contact I have a line 
manager who’s a general adviser, but a large amount of the work we do as a curriculum support team
is under the control... of the group of schools, the decisions of the group of schools...
Certainly a lot of the day-to-day work is to do with what they want rather than the authority 
deciding what they were going to do.
Advisory teacher, authority C
S o m e  a d v i s o r y  t e a c h e r s  f e l t  t h e r e  w a s  a  n e e d  f o r  a d v i s o r y  t e a c h e r s  t o  m e e t  a n d  d i s c u s s  
t h e i r  w o r k  t o g e t h e r .
I think occasionally there should be some formal occasions, again we’ve always got this problem of time, 
making the time, that perhaps something wrong with the system and we perhaps ought to make time, even 
if it’s a once a year conference for advisory teachers to come together, or a once termly meeting 
programmed in.
Advisory teacher, authority D
S u m m a r y
Findings in relation to the questions asked
1  A d v i s e r s  i n  a u t h o r i t y  A  t h o u g h t  h i g h l y  o f  t h e i r  o r g a n i s a t i o n  a n d  m a n a g e m e n t .  T h o s e  
i n  a u t h o r i t y  B  t h o u g h t  i t  s a t i s f a c t o r y  i n  t h e  m a i n .  A u t h o r i t y  C  a d v i s e r s  w e r e  m o r e  
c r i t i c a l  w i t h  4  p o o r  s c o r e s  a n d  t h e  a d v i s e r s  i n  a u t h o r i t y  D  t h o u g h t  m o r e  h i g h l y  o f  t h e i r  
o r g a n i s a t i o n  a n d  m a n a g e m e n t  t h a n  d i d  t h e  i n s p e c t o r s .
W h e r e  a d v i s o r y  t e a c h e r s  w e r e  c o n c e r n e d ,  a u t h o r i t y  B  s c o r e d  h i g h l y  b u t  t h i s  m a y  
b e  d u e  t o  t h e  s m a l l  n u m b e r  o f  r e s p o n s e s .  A u t h o r i t y  A  h a d  a  f a i r  r e s p o n s e  a n d  a u t h o r i t y  
C  h a d  s a t i s f a c t o r y  r e s p o n s e s  b u t  n o  g o o d  o n e s .  A u t h o r i t y  D  a l s o  s c o r e d  w e l l  b u t  a g a i n  
t h i s  m a y  b e  b e c a u s e  o f  t h e  l o w  r e t u r n .
2  T h e r e  w a s  n o  s i g n i f i c a n t  c o r r e l a t i o n  b e t w e e n  o r g a n i s a t i o n  a n d  m a n a g e m e n t  a n d  a d v i c e  
a n d  s u p p o r t  o r  b e t w e e n  o r g a n i s a t i o n  a n d  m a n a g e m e n t  a n d  t e a c h e r  d e v e l o p m e n t .  I t  w a s  
n o t  p o s s i b l e  t o  c o r r e l a t e  i n s p e c t i o n  w i t h  o r g a n i s a t i o n  a n d  m a n a g e m e n t  b e c a u s e  o f  t h e  
s m a l l  s i z e  o f  t h e  s a m p l e .
Other findings
1  A u t h o r i t y  A  h a d  h i g h  s c o r e s  f o r  a d v i s e r s  f o r  t h e  i t e m s  ‘ W e  h a v e  a  c l e a r  m a n a g e m e n t
o r g a n i s a t i o n ’  a n d  ‘ O u r  m a n a g e m e n t  o r g a n i s a t i o n  w o r k s  w e l l ’  i n  c o n t r a s t  t o  a u t h o r i t i e s  
C  a n d  D .  S i m i l a r l y  a u t h o r i t y  B  h a d  h i g h  s c o r e s  f o r  a d v i s o r y  t e a c h e r s  f o r  t h e s e  i t e m s .  
T h e s e  t w o  a u t h o r i t i e s  h a v e  h a d  h i g h  s c o r e s  f o r  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  
r e s p e c t i v e l y  f o r  a  n u m b e r  o f  t h e  c r i t e r i a  a n d  i t  m a y  b e  t h a t  g o o d  m a n a g e m e n t  o f  
i n s p e c t o r s  i n  t h e  c a s e  o f  a u t h o r i t y  A  a n d  a d v i s o r y  t e a c h e r s  i n  t h e  c a s e  o f  a u t h o r i t y  B  h a d
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s o m e t h i n g  t o  d o  w i t h  t h i s .  I t  m a y  a l s o  b e  r e l e v a n t  i n  t h i s  c o n t e x t  t h a t  a u t h o r i t i e s  C  a n d  
D  h a d  a l l  t h e  c r i t i c a l  c o m m e n t s  i n  t h e  q u e s t i o n n a i r e s .
2  A u t h o r i t y  B ’ s  c o m p u t e r  r e c o r d  w h i c h  w a s  m o r e  e l a b o r a t e  t h a n  a n y  o f  t h e  o t h e r s  w a s  
a p p r e c i a t e d  b y  a d v i s e r s  b u t  h e a d t e a c h e r s  w e r e  s u s p i c i o u s  o f  w h a t  i n f o r m a t i o n  w a s  
b e i n g  k e p t .
3  A u t h o r i t y  C  w a s  s t i l l  h a v i n g  s o m e  d i f f i c u l t y  i n  e s t a b l i s h i n g  t h e  g e n e r a l  a d v i s e r  r o l e .  
T h e r e  w a s  a l s o  a  p r o b l e m  i n  h a v i n g  s p e c i a l i s t s  a s  w e l l  a s  g e n e r a l i s t s .  S c h o o l s  w a n t e d  
s p e c i a l i s t  a d v i c e ,  h o w e v e r .  T h e  a r e a  o r g a n i s a t i o n  w a s  b e g i n n i n g  t o  w o r k  w e l l ,  b u t  t h e r e  
a p p e a r e d  t o  b e  s o m e  u n c e r t a i n t y  a b o u t  b o u n d a r i e s  b e t w e e n  t h e  c e n t r e  a n d  t h e  a r e a s .
4  A u t h o r i t y  D ’ s  s p l i t  b e t w e e n  a d v i c e  a n d  i n s p e c t i o n  w a s  n o t  p o p u l a r  w i t h  a n y o n e .  
S c h o o l s ,  i n  p a r t i c u l a r ,  s a w  l i t t l e  p o i n t  i n  i t  a n d  a d v i s e r s  a n d  i n s p e c t o r s  w e r e  n o t  
e n t h u s i a s t i c  a b o u t  i t  a l t h o u g h  t h e  p r i n c i p a l  i n s p e c t o r  f e l t  t h a t  i t  h a d  g i v e n  i n s p e c t o r s  
t i m e  t o  l o o k  i n t o  w h a t  w a s  i n v o l v e d  i n  i n s p e c t i o n  m o r e  c a r e f u l l y  t h a n  w o u l d  o t h e r w i s e  
h a v e  b e e n  t h e  c a s e .
5  A l l  4  a u t h o r i t i e s  h a d  w e l l - o r g a n i s e d  a r r a n g e m e n t s  f o r  p l a n n i n g .
6  T h e r e  a p p e a r e d  t o  b e  a  p r o b l e m  o f  c o m m u n i c a t i o n  i n  a u t h o r i t i e s  C  a n d  D ,  i n  s p i t e  o f  
a  g o o d  d e a l  o f  w o r k  o n  t h i s  b y  t h e  m a n a g e r s  o f  t h o s e  t e a m s .  T h e r e  a l s o  a p p e a r e d  t o  b e  
a  c o m m u n i c a t i o n  p r o b l e m  i n  a u t h o r i t y  B  b e t w e e n  a d v i s e r s  a n d  h e a d t e a c h e r s .  T h e  p r o b ­
l e m s ,  n o t  s u r p r i s i n g l y ,  a p p e a r e d  t o  i n c r e a s e  w i t h  t h e  s i z e  o f  t h e  t e a m  a n d  t h e  s p l i t  
b e t w e e n  a d v i s e r s  a n d  i n s p e c t o r s  i n  a u t h o r i t y  D  d i d  n o t  h e l p  t h e i r  c o m m u n i c a t i o n .
7  T h e  u s e  o f  t i m e  w a s  a  p r o b l e m  f o r  a d v i s e r s  b e c a u s e  t h e i r  p l a n n e d  p r o g r a m m e  w a s  
a l w a y s  b e i n g  i n t e m i p t e d  b y  e m e r g e n c i e s  a n d  c r i s e s  a n d  a d d i t i o n a l  t a s k s .  T h i s  w i l l  
r e q u i r e  c a r e f u l  h a n d l i n g  w h e n  s e r v i c e s  a r e  o n  s a l e .  I t  m a y  b e  t h a t  s o m e  p e o p l e  s h o u l d  
b e  l e f t  f r e e  t o  h a n d l e  e m e r g e n c i e s .
8  T h e  4  a u t h o r i t i e s  u s e d  a  v a r i e t y  o f  m e t h o d s  o f  e v a l u a t i o n .  T h e s e  i n c l u d e d  q u e s t i o n ­
n a i r e s  f o l l o w i n g  i n - s e r v i c e  c o u r s e s  a n d  e n q u i r i e s  a f t e r  a n  i n t e r v a l ,  u s e r  g r o u p s ,  a  y e a r l y  
r e v i e w  u s i n g  c o m p u t e r  r e c o r d s  a n d  c u l m i n a t i n g  i n  a  r e p o r t  o n  t h e  w o r k  o f  t h e  s e r v i c e ,  
v i s i t s  b y  t h e  c h i e f  i n s p e c t o r  t o  d i s c u s s  i n s p e c t o r s ’  w o r k  w i t h  s c h o o l s ,  o b s e r v a t i o n  i n  
s c h o o l s  t o  s e e  w h a t  h a s  b e e n  i m p l e m e n t e d  f r o m  i n - s e r v i c e  t r a i n i n g ,  a p p r a i s a l  a n d  
s e t t i n g  c r i t e r i a  a n d  a s s e s s i n g  p r o g r e s s  a g a i n s t  t h e m . .
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9  S o m e  a d v i s e r s  a n d  a d v i s o i y  t e a c h e r s  i n  p a r t i c u l a r  s t i l l  l a c k  a d e q u a t e  c l e r i c a l  s u p p o r t  
a n d  t h i s  m a k e s  t h e m  l e s s  e f f e c t i v e .
1 0  T h e  r o l e  o f  a d v i s o r y  t e a c h e r s  v a r i e s  c o n s i d e r a b l y  e v e n  a m o n g  t h e s e  4  a u t h o r i t i e s .  I n  a l l  
4  t h e y  a r e  r e s p o n s i b l e  t o  a n  i n d i v i d u a l  a d v i s e r  b u t  i n  a u t h o r i t y  C  s o m e  a r e  a l s o  
r e s p o n s i b l e  t o  a  g r o u p  o f  h e a d t e a c h e r s .
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16 THE TRAINING OF ADVISERS, INSPECTORS 
AND ADVISORY TEACHERS
I n t r o d u c t i o n
A d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  c o m e  i n t o  a d v i s o r y  w o r k  a t  a  c o m p a r a t i v e l y  l a t e  
s t a g e  i n  t h e i r  c a r e e r s .  T h e y  h a v e  n o r m a l l y  h e l d  s e n i o r  p o s t s  i n  s c h o o l s  o r  c o l l e g e s  a n d  h a v e  
a c q u i r e d  s o m e  o f  t h e  s k i l l s  a n d  k n o w l e d g e  t h e y  n e e d  i n  t h e i r  n e w  r o l e .  T h e r e  i s  a  g r e a t  d e a l  
s t i l l  t o  l e a r n  h o w e v e r .  T h e  w o r l d  o f  t h e  L E A  o f f i c e  i s  d i f f e r e n t  f r o m  t h a t  o f  s c h o o l s  a n d  
f o s t e r i n g  t h e  d e v e l o p m e n t  o f  p r o f e s s i o n a l  a d u l t s  i s  d i f f e r e n t  f r o m  t e a c h i n g  c h i l d r e n  o r  e v e n  
f r o m  w o r k i n g  a s  a  h e a d t e a c h e r  o r  s e n i o r  m e m b e r  o f  s t a f f  i n  a  s c h o o l .  I n s p e c t i o n  o f  a  s c h o o l  
a s  a n  o u t s i d e r  i s  a l s o  d i f f e r e n t  f r o m  e v a l u a t i n g  t h e  w o r k  o f  a  s c h o o l  a s  a  h e a d t e a c h e r .
T h i s  h a s  n o t  b e e n  a p p r e c i a t e d  u n t i l  c o m p a r a t i v e l y  r e c e n t l y  b u t  w a s  c l e a r l y  s e t  o u t  i n  t h e  
t w o  r e p o r t s  o f  a d v i s o r y  w o r k  b y  t h e  A u d i t  C o m m i s s i o n  ( 1 9 8 9 )  a n d  S t i l l m a n  a n d  G r a n t  ( 1 9 8 9 ) .  
A s  a  r e s u l t  o f  t h e s e  r e p o r t s ,  a n d  a s  a  r e s u l t  o f  t h e  e m p h a s i s  o n  i n s p e c t i o n  b r o u g h t  a b o u t  b y  t h e  
E d u c a t i o n  R e f o r m  A c t  ( 1 9 8 8 )  i t  w a s  e v i d e n t  f r o m  a  s u r v e y  b y  D e a n  ( 1 9 9 1 b )  t h a t  t h o s e  L E A s  
w h i c h  h a d  n o t  p r o v i d e d  t r a i n i n g  i n  t h e  p a s t  h a d  s t a r t e d  t o  p r o v i d e  i t .
A n y  a c c o u n t  o f  t r a i n i n g  s h o u l d  t a k e  i n t o  a c c o u n t  t h a t  p e o p l e  l e a r n  a s  m u c h  i n f o r m a l l y  
a s  t h e y  d o  f o r m a l l y  a n d  i n f o r m a l  l e a r n i n g  i s  p a r t i c u l a r l y  v a l u a b l e  i f  i t  i s  s e e n  a n d  u s e d  a s  a  
m e a n s  o f  l e a r n i n g .
Relevant literature
B o l a m  et al ( 1 9 7 8 ,  p . 2 3 9 )  c o n c l u d e d  f r o m  t h e i r  s t u d y  o f  a d v i s e r s  a s  i n n o v a t o r s  t h a t ,  ‘ T h e r e  
i s  a  c l e a r  n e e d  t o  d e v e l o p ,  p i l o t  a n d  e v a l u a t e  t r a i n i n g  m a t e r i a l s  a n d  p r o g r a m m e s  f o r  a d v i s e r s  
i n  t h e  l i g h t  o f  t h i s  r e p o r t ’ s  f i n d i n g s  a n d  o t h e r  e x p e r i e n c e ’ .
T h e y  n o t e d  t h a t  a t  t h a t  t i m e  t h a t  f e w  a d v i s e r s  s e e m e d  t o  h a v e  a n y  c l e a r  i d e a  o f  w h a t  
a d v i s o r y  w o r k  i n v o l v e d  w h e n  t h e y  a p p l i e d  f o r  t h e i r  f i r s t  a d v i s o r y  p o s t .  T h e y  w e n t  o n  t o  s a y  
t h a t  l e s s  t h a n  1 5 %  r e c e i v e d  a n y  t r a i n i n g  i n  t h e  r o l e  a n d  t h i s  w a s  m o r e  l i k e l y  i n  l a r g e  t e a m s .  
T h e y  s u g g e s t e d  t h a t  t h e r e  s h o u l d  b e  t r a i n i n g  i n  c l i n i c a l  s u p e r v i s i o n  s k i l l s ,  e v a l u a t i o n  o f  
t e a c h e r s ,  c h a n g e  s k i l l s ,  e v a l u a t i o n  o f  i n s t i t u t i o n s ,  t e a m  t r a i n i n g  a n d  r o l e  w o r k s h o p s ,  a d m i n ­
i s t r a t i v e  a n d  c u r r i c u l u m  t h e o r y .
S t i l l m a n  a n d  G r a n t  ( 1 9 8 9  p .  1 7 4 )  a l s o  n o t e d  t h e  l a c k  o f  t r a i n i n g  f o r  a d v i s e r s  a n d  m a d e  
t h e  p o i n t  t h a t  a d v i s o r y  w o r k  r e q u i r e d  s p e c i a l i s t  s k i l l s  o v e r  a n d  a b o v e  t h o s e  n e e d e d  b y  t e a c h e r s  
a n d  h e a d t e a c h e r s .
We are suggesting that advisory work is a separate and different professional role from teaching and 
headship and that to consider it as anything more than a very vague extension of these areas is to do it 
no justice whatsoever.
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T h e y  s u g g e s t e d  t h a t  t e a c h e r s  a n d  h e a d t e a c h e r s  m o v i n g  i n t o  a d v i s o r y  w o r k  n e e d e d  i n d u c t i o n ,  
k n o w l e d g e  o f  o t h e r  p h a s e s  o f  e d u c a t i o n ,  k n o w l e d g e  o f  e d u c a t i o n  l a w ,  c o u n s e l l i n g  a n d  
i n t e r p e r s o n a l  s k i l l s ,  s k i l l  i n  c l a s s r o o m  o b s e r v a t i o n  a n d  e v a l u a t i o n ,  s k i l l  i n  r u n n i n g  i n - s e r v i c e  
c o u r s e s ,  i n t e r v i e w i n g  s k i l l s ,  a b i l i t y  t o  w r i t e  a p p r o p r i a t e  r e p o r t s  a n d  m u c h  e l s e .
S t i l l m a n  a n d  G r a n t  ( 1 9 8 9 ,  p .  1 6 6 , 1 6 3 )  l i s t e d  c h i e f  a d v i s e r s ’  v i e w s  o n  a d v i s e r s *  i n -  
s e r v i c e  n e e d s  a n d  i d e n t i f i e d  t h o s e  e l e m e n t s  w h i c h  a d v i s e r s  r e g a r d  a s  b e i n g  m o s t  s i g n i f i c a n t .  
T h e  p e r c e n t a g e s  w e r e  t h o s e  g i v e n  b y  a d v i s e r s .  T h e  f o l l o w i n g  i s  a  l i s t  o f  t h o s e  i t e m s  w h i c h  
a t t r a c t e d  a  s c o r e  o f  m o r e  t h a n  1 0 % . :
Acquisition of knowledge of other phases and specialisms (beyond one’s own); finance; education law; 
information technology (11%).
Management skills; leadership skills; the management of change and the management of time (22%). 
General updating on curricular and other issues, central initiatives, DES reports, research etc (10.4%). 
Counselling, interpersonal, group and communication skills; stress management (14.8%). 
Cross-curricular work; multicultural education; PSE (personal and social education); mainstream SEN 
(special educational needs); industry links; equal opportunities etc. (14.7%).
Courses CAID (Centre for Adviser and Inspector Development); NADEA (National Association of 
Inspectors and Educational Advisers); DES; higher degrees etc. (24.7%).
Institutional management; staffing; special procedures (14.7%).
Discussions with colleagues, meetings, combined visiting and working, teamwork (18.8%). 
Curriculum management and development (11.0%).
T h e y  q u o t e d  s o m e  a d v i s e r s ’  v i e w s  o n  t r a i n i n g .  T h e  f o l l o w i n g  c o m m e n t  b y  a n  a d v i s e r  
s u m s  u p  s o m e  o f  t h e  v i e w s  o f  t h e  r e s e a r c h e r s :
Too many people - officers and elected members - appear to believe that advisers have no further need 
for training once in post. If the team structure is vague and imprecise, there is no way that either the 
general or the specific needs of the individual and team can be precisely identified and met. There are 
so many initiatives from all sides that it is essential to have to study them and to weigh up their 
implications and methods of implementation. There should be an element of further training built into 
advisers’ job descriptions and provision allowed in their workloads - the funding and provision of such 
training should be regarded as a priority for the central authorities.
T h e  A u d i t  C o m m i s s i o n  ( 1 9 8 9 ,  p . 3 3 )  s t r e s s e d  t h e  n e e d  f o r  t r a i n i n g  f o r  a d v i s e r s  a n d  
s u g g e s t e d  t h a t  t h e  f o l l o w i n g  a r e a s  s h o u l d  b e  c o v e r e d :
oral feedback of observation of teaching;- the writing of the various categories of report which will be
needed for teachers, lecturers, headteachers, principals, governors and LEA members;
cooperation with staff and governors of institutions;
general acquaintance with a range of evaluative methods;
time management;
record-keeping.
T h e y  s u g g e s t e d  t h a t  i n  a d d i t i o n  t h e r e  w a s  ‘  a  c o n t i n u i n g  r e q u i r e m e n t  s p e c i f i c a l l y  f o r  t h e  
i n d u c t i o n  o f  n e w  i n s p e c t o r s  a n d  a d v i s e r s  a n d  g e n e r a l l y  f o r  t h e  p r o f e s s i o n a l  d e v e l o p m e n t  o f  
a l l  s t a f f . ’
They also advised that induction was needed to learn about the working of the LEA, the
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r o l e s  o f  o f f i c e r s ,  l o c a l  a n d  n a t i o n a l  i s s u e s  o f  c u r r e n t  c o n c e r n  a n d  o p p o r t u n i t i e s  t o  l e a r n  a b o u t  
p h a s e s  a n d  a s p e c t s  o f  e d u c a t i o n  n o t  p a r t  o f  t h e  p r e v i o u s  e x p e r i e n c e  o f  a d v i s e r s .  T h e y  
s u g g e s t e d  s h a d o w i n g  a n  e x p e r i e n c e d  a d v i s e r .  F u r t h e r  t r a i n i n g  s h o u l d  b e  t h r o u g h  s h a r i n g  o f  
e x p e r i e n c e  a n d  a p p r a i s a l .  T h e  t i m e  r e q u i r e m e n t s  o f  t r a i n i n g  s h o u l d  b e  r e c o g n i s e d .
P e a r c e  ( 1 9 8 6 )  s u g g e s t e d  t h a t  a d v i s e r s  a n d  i n s p e c t o r s  n e e d e d  t r a i n i n g  i n  c o u n s e l l i n g  
s k i l l s ,  t e a m - b u i l d i n g ,  t h e  d y n a m i c  o f  c u r r i c u l u m  c h a n g e ,  t h e  a b i l i t y  t o  a n a l y s e  o r g a n i s a t i o n a l  
c u l t u r e s ,  c u r r i c u l u m  a n a l y s i s  a n d  t i m e t a b l e  c o n s t r u c t i o n  a n d  a w a r e n e s s  o f  t h e i r  o w n  i m p a c t  
o n  o t h e r s .
D e a n  ( 1 9 9 2 )  n o t e d  t h e  n e e d  f o r  a  p r o f e s s i o n a l  d e v e l o p m e n t  p o l i c y  f o r  a d v i s e r s ,  
i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  a n d  g a v e  a  l i s t  o f  a r e a s  i n  w h i c h  t r a i n i n g  m i g h t  b e  
n e e d e d . T h i s  i n c l u d e d  k n o w l e d g e  o f  e s s e n t i a l  l e g i s l a t i o n ,  l o c a l  g o v e r n m e n t  a n d  t h e  e d u c a t i o n  
s e r v i c e ,  w h a t  i s  i n v o l v e d  i n  a d v i s o r y  w o r k ,  c h i l d  d e v e l o p m e n t ,  c u n i c u l u m ,  l e a r n i n g  t h e o r y ,  -  
o r g a n i s a t i o n  a n d  m a n a g e m e n t ,  e q u a l  o p p o r t u n i t i e s ,  p a s t o r a l  c a r e  a n d  d i s c i p l i n e ,  s c h o o l  s e l f -  
e v a l u a t i o n ,  t h e  s k i l l s  i n v o l v e d  i n  a s s e s s m e n t  a n d  e v a l u a t i o n ,  i n s p e c t i o n ,  r e p o r t i n g  a n d  r e p o r t  
w r i t i n g ,  m a k i n g  s u r v e y s ,  d e a l i n g  w i t h  f a i l i n g  t e a c h e r s ,  i n - s e r v i c e  w o r k ,  a d v i s i n g  o n  s c h o o l  
b u i l d i n g ,  i n t e r p e r s o n a l  s k i l l s  a n d  s e l e c t i o n  i n t e r v i e w i n g .
N i x o n  a n d  R u d d u c k  ( 1 9 9 2 )  l o o k e d  a t  t h e  w a y  i n  w h i c h  l o c a l  a u t h o r i t y  a d v i s o r y  t e a m s  
w e r e  w o r k i n g  i n  i n s p e c t i n g  s c h o o l s  a n d  c o n c l u d e d  t h a t  t h e r e  w a s  n e e d  f o r  t r a i n i n g  t o  e x t e n d  
a n a l y t i c  a n d  r e s e a r c h  s k i l l s  a n d  a  d e e p e n i n g  o f  a d v i s e r s ’  u n d e r s t a n d i n g  o f  t h e  r o l e  o f  r e s e a r c h  
i n  i n s p e c t i o n .
M a t t h e w s  ( 1 9 9 0 ,  p . 7 )  s t u d i e d  t h e  w o r k  o f  a d v i s o r y  t e a c h e r s  a n d  c o n c l u d e d  t h a t  m o r e  
t r a i n i n g  f o r  t h e m  w a s  n e e d e d .  H e  m a d e  a  n u m b e r  o f  r e c o m m e n d a t i o n s  f o r  t r a i n i n g  o f  a d v i s o r y  
t e a c h e r s .  A m o n g  a  l o n g  l i s t  o f  p o s s i b l e  a r e a s ,  i m p o r t a n t  p o i n t s  s e e m e d  t o  b e :
Training in counselling skills, making contracts with schools, the role and function of the change agent, 
designing and delivering INSET, inter-personal skills, action research training and knowledge of organi­
sation development
D e a n  ( 1 9 8 1 )  n o t e d  t h e  i m p o r t a n c e  o f  p r o v i d i n g  o p p o r t u n i t i e s  f o r  a d v i s e r s  t o  r e n e w  t h e i r  
v i s i o n  a s  w e l l  a s  m a i n t a i n i n g  n e c e s s a r y  s k i l l s  a n d  k n o w l e d g e .
H M I  ( 1 9 8 8 ,  p .  1 2 )  i n  t h e i r  s u r v e y  o f  t h e  e f f e c t  o f  t h e  i m p l e m e n t a t i o n  o f  t h e  l o c a l  
a u t h o r i t y  t r a i n i n g  g r a n t  s c h e m e  w e r e  c r i t i c a l  o f  t h e  l a c k  o f  t r a i n i n g  f o r  a d v i s e r s .  T h e y  n o t e d  
t h a t  a  s i g n i f i c a n t  n u m b e r  o f  n e w  a d v i s e r s  h a d  b e e n  a p p o i n t e d  b u t  f e w  h a d  b e e n  t r a i n e d .  T h e r e  
w e r e  a l s o  a p p o i n t m e n t s  o f  i n - s e r v i c e  c o o r d i n a t o r s  i n  m a n y  a u t h o r i t i e s  w h o  a l s o  l a c k e d  
t r a i n i n g .  T h e y  a l s o  n o t e d  t h e  l a c k  o f  t r a i n i n g  a n d  s u p p o r t  f o r  a d v i s o r y  t e a c h e r s :
The lack of training offered to advisory teachers, the problems of their career structure and a failure by 
too many LEAs to define their role and relationship with other groups in the support services requires 
urgent attention.
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Z i m p h e r  a n d  R i e g e r  ( 1 9 8 8 ,  p .  1 7 8 )  d e s c r i b e d  s o m e  o f  t h e  k n o w l e d g e  d o m a i n s  n e e d e d  
f o r  m e n t o r i n g  n e w  t e a c h e r s  a n d  o t h e r s  i n  n e e d .  T h e i r  d e s c r i p t i o n  o f  m e n t o r i n g  i n  t h e  U S A  
s u g g e s t s  a n  a c t i v i t y  v e r y  s i m i l a r  t o  t h a t  c a r r i e d  o u t  b y  a d v i s o r y  t e a c h e r s  a n d  s o m e  a d v i s e r s  
a n d  t h e  k n o w l e d g e  d o m a i n s  a r e  t h e r e f o r e  r e l e v a n t  i n  t e r m s  o f  t r a i n i n g  n e e d e d :
1 assessing the needs of beginning teachers in the local district;
2 developing the inter-personal capacities of mentoring through knowledge of theories of adult develop­
ment;
3 understanding of classroom processes and school effectiveness;
4 utilising instructional supervision, observation and feedback capacities;
5 fostering a disposity towards inquiry and reflectivity.
S m a l l  ( 1 9 9 0 )  a n d  H e l l e r  ( 1 9 8 9  p . 3 9 )  d e s c r i b e d  t h e  w o r k  d o n e  b y  t h e  C e n t r e  f o r  A d v i s e r  
a n d  I n s p e c t o r  t r a i n i n g  ( C A I D )  a t  W o o l l e y  h a l l ,  W a k e f i e l d  a n d  t h e  c o u r s e  b e i n g  o f f e r e d  t o  
i n s p e c t o r s  a n d  a d v i s e r s  t o  p r e p a r e  t h e m  f o r  a  r o l e  i n  i n s p e c t i o n  i n  p a r t i c u l a r .  H e l l e r  n o t e d  t h a t  
i t  c o n s i s t e d  o f  t w e l v e  u n i t s  d i v i d e d  i n t o  f o u r  m o d u l e s  w i t h  t h r e e  u n i t s  p e r  m o d u l e .  ‘ M o d u l e  
A  d e a l s  w i t h  n e w  t a s k s  a n d  r o l e s ,  o f f e r i n g  a n  o v e r v i e w  a n d  a n d  f o c u s s i n g  o n  o b s e r v a t i o n  a n d  
a s s e s s m e n t  s k i l l s .  B  i s  i n s p e c t i o n  i n  a l l  i t s  f o r m s  -  t h e  t e c h n i q u e s  a n d  s t r a t e g i e s  o f  i n s p e c t i o n  
a n d  a  f o c u s  o n  e v a l u a t i n g  a n d  r e p o r t i n g  t h e  o u t c o m e .  A p p r a i s a l  a n d  e v a l u a t i o n  f o r m s  m o d u l e  
C  a n d  t h e  f i n a l  m o d u l e  D  c o v e r s  L E A  s y s t e m s  f o r  i n s p e c t i o n  a n d  d e v e l o p m e n t . ’  L E A s  w e r e  
i n v i t e d  t o  s e n d  a n  a d v i s e r  t o  t h e  c o u r s e  w i t h  t h e  i d e a  t h a t  h e  o r  s h e  w o u l d  t h e n  c o n d u c t  s i m i l a r  
t r a i n i n g  w i t h  c o l l e a g u e s .
A n d r e w s  ( 1 9 8 7 )  d e s c r i b e d  t h e  w a y  i n  w h i c h  i n d u c t i o n  o f  n e w  a d v i s e r s  w a s  c a r r i e d  o u t  
i n  o n e  a u t h o r i t y .  T h e  i n d u c t i o n  s t a r t e d  w i t h  t w o  d a y s  i n  t h e  a r e a  o f f i c e  g e t t i n g  t o  k n o w  t h e  
s t a f f  a n d  t h e  w a y  t h e  w o r k  w a s  o r g a n i s e d .  T h i s  w a s  f o l l o w e d  b y  a  p r o g r a m m e  o f  v i s i t i n g  
s c h o o l s  w i t h  o t h e r  a d v i s e r s  o r  a d v i s o r y  t e a c h e r s  w h i c h  l a s t e d  f o r  t h e  f i r s t  h a l f  t e r m .  T h e  w h o l e  
a d v i s o r y  t e a m  c o n t r i b u t e d  t o  a n  e x p o s e ' o f  t h e  n e w  a d v i s e r ’ s  s c h o o l s .  D o c u m e n t s  w e r e  
i n t r o d u c e d  s t a g e  b y  s t a g e  a s  t h e y  b e c a m e  r e l e v a n t .  I n  t h e  s e c o n d  h a l f  t e r m  p a r t  o f  t h e  t i m e  w a s  
s p e n t  o n  r e s p o n d i n g  t o  c a l l s  a n d  c u r r i c u l u m  n e e d s  a n d  p a r t  o n  s p e c i f i c  t a s k s ,  s k i l l s  o r  s y s t e m s .  
T h e r e  w e r e  o p p o r t u n i t i e s  t o  e x a m i n e  t h e  p r o c e s s  o f  s t a f f  a p p o i n t m e n t s  a n d  t o  o b s e r v e  
i n t e r v i e w s  a n d  t h r e e  d a y s  w e r e  s p e n t  i n  e a c h  o f  a  p r i m a r y ,  m i d d l e  a n d  h i g h  s c h o o l  o b s e r v i n g  
a  n o r m a l  d a y  a n d  d i s c u s s i n g  t h e  r o l e  o f  t h e  h e a d t e a c h e r .  A n  a p p r a i s a l  w a s  u n d e r t a k e n  i n  t h e  
l a s t  w e e k  o f  t h e  t e r m .  S u p p o r t  i n  t h e  t h i r d  t e r m  w a s  p l a n n e d  a s  a  r e s u l t  o f  t h e  a p p r a i s a l  w i t h  
r e g u l a r  d i s c u s s i o n s  o f  s p e c i f i c  e d u c a t i o n a l  i s s u e s .  R e p o r t s  w e r e  r e q u i r e d  a t v a r i o u s  s t a g e s  a n d  
t h e r e  w e r e  w e e k l y  o r  f o r t n i g h t l y  m e e t i n g s  w i t h  t h e  s e n i o r  a d v i s e r .
H i g g i n b o t t o m  a n d  C o n w a y  ( 1 9 9 0  p .  1 7 )  d e s c r i b e d  t h e  d e v e l o p m e n t  o f  t h e  B a r n s l e y  
t e a m  o f  a d v i s e r s  a n d  m a d e  t h e  f o l l o w i n g  p o i n t  a b o u t  t h e  d e v e l o p m e n t  n e e d s  o f  i n d i v i d u a l s :
These will only be met if we can make professional development part of the day-to-day activity of a team 
committed to participation.
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T h e y  a l s o  q u o t e  t h e  r e a c t i o n s  o f  a  n e w l y  j o i n e d  c o l l e a g u e  w h o  s a i d :
I have not been ‘trained’ but I am involved in a process of continuous development, meeting new 
challenges in a questioning and supportive environment.
O ’ M a h o n y  a n d  S o l l a r s  ( 1 9 9 0 ,  p p  3 3 ,  3 4 ,  3 6 )  d e s c r i b e d  a  t r a i n i n g  p r o g r a m m e  f o r  
a d v i s o r y  t e a c h e r s  i n  H a m p s h i r e .  T h i s  c e n t r e d  o n  5  t h e m e s  -  ‘ t e a m  b u i l d i n g ,  r o l e  r e l a t e d  
l e a r n i n g  ( a s  c h a n g e  a g e n t s ,  a s  I N S E T  p r o v i d e r s )  t e a m  w o r k i n g  p r o c e d u r e s ,  s e l f  d e v e l o p m e n t  
a n d  d i s e n g a g e m e n t / r e - e n t r y ’ .  T h e  p r o g r a m m e  i n c l u d e d  w o r k s h o p s  o f  r o l e  n e g o t i a t i o n ,  r o l e  
a n a l y s i s ,  g o a l  s e t t i n g  a n d  a c t i o n  p l a n n i n g ,  t o g e t h e r  w i t h  s e l f  d i s c l o s u r e  a n d  t r u s t  e x e r c i s e s .  
D i r e c t  t r a i n i n g  s e s s i o n s  c o n c e n t r a t e d  o n  s t r a t e g i e s  a n d  s k i l l s  t o  b e  e m p l o y e d  w i t h  a d u l t  
l e a r n e r s  a n d  t h e  o r g a n i s a t i o n  a n d  d e l i v e r y  o f  I N S E T .
T h e y  c o n c l u d e d  t h a t  p a r t i c u l a r  a s p e c t s  o f  t h e  p r o g r a m m e  w e r e  v e r y  s u c c e s s f u l .  T h e  
t e a m  b u i l d i n g  e x e r c i s e s  ‘ a c c e l e r a t e d  t h e  p r o c e s s e s  o f  o p e n n e s s  a n d  t r u s t  d e v e l o p m e n t  w i t h i n  
t h e  g r o u p ,  r e s u l t i n g  i n  a n  e a r l y  d e v e l o p m e n t  o f  t e a m  w o r k i n g . ’  ‘ T h e  e n c o u r a g e m e n t  o f  p e e r  
c o u n s e l l i n g  p a i r s  w a s  a  v a l u a b l e  s t r a t e g y  f o r  s o m e  t e a m  m e m b e r s  p r o v i d i n g  t h e m  w i t h  
s u p p o r t  a n d  f e e d b a c k ,  i m p o r t a n t  t o  t h e i r  p e r s o n a l  d e v e l o p m e n t . ’  T h e r e  w a s  a l s o  s a t i s f a c t i o n  
w i t h  t h e  g r o w t h  o f  t h e  t e a m  a s  a  s e l f - d e v e l o p m e n t  g r o u p .
P a r r y  ( 1 9 9 0 ,  p .  1 5 )  d e s c r i b e d  t h e  t r a i n i n g  o r g a n i s e d  b y  t h e  W e l s h  J o i n t  e d u c a t i o n  
C o m m i t t e e .  P a r r y  w a s  s e c o n d e d  t o  r u n  t h i s  t r a i n i n g  w h i c h  h a d  5  a i m s :
to identify the training and development needs of officers and advisers;
to provide a programme to meet these needs;
to build up a directory of training expertise in the authorities;
to set up an information exchange or a document bank;
to assist LEAs to pool efforts in responding to change.
T h e  c h a n g e  t o  w h i c h  t h e y  w e r e  r e s p o n d i n g  w a s  t h e  c h a n g e  t o  m o n i t o r i n g  a n d  i n s p e c t i n g  
b r o u g h t  a b o u t  b y  t h e  E d u c a t i o n  R e f o r m  A c t  o f  1 9 8 8 .  S i n c e  t h e n  f u r t h e r  c h a n g e s  h a v e  c o m e  
a b o u t .
S t i l l m a n  a n d  G r a n t  ( 1 9 8 9  p p .  1 7 0 , 1 7 1 )  a l s o  r e v i e w e d  t h e  s i t u a t i o n  o n  a d v i s e r  a p p r a i s a l  
w h i c h  1 0 8  a d v i s e r s  d e s c r i b e d  a t  t h a t  t i m e  a s  f u l l y  o p e r a t i o n a l .  T h o s e  w h o  h a d  y e t  t o  b e  
a p p r a i s e d  ‘ g a v e  g r e a t e r  e m p h a s i s  t o  c l a r i f y i n g  r o l e s ,  a i d i n g  p r o f e s s i o n a l  d e v e l o p m e n t ,  
i m p r o v i n g  e f f e c t i v e n e s s  t h r o u g h  t h e  p r o v i s i o n  o f  f e e d b a c k  o n  p e r f o r m a n c e ,  e n h a n c i n g  
e f f i c i e n c y ,  i d e n t i f y i n g  s t r e n g t h s  a n d  r e c t i f y i n g  w e a k n e s s e s . *  T h o s e  w h o  h a d  e x p e r i e n c e d  
a p p r a i s a l  ‘ t e n d e d  t o  e m p h a s i s e  t h e  p r o c e s s  b e n e f i t s ;  t h e y  g a v e  m o r e  w e i g h t  t o  t h e  o p p o r t u n i t y  
a p p r a i s a l  p r e s e n t e d  f o r  r e f l e c t i o n ,  f o r  t h e  t i m e  a l l o w e d  w i t h  t h e  c h i e f  a d v i s e r  a n d  f o r  t h e  
o p p o r t u n i t y  t o  e x p r e s s  v i e w s . ’
E v a n s  ( 1 9 8 9 ,  p . 8 )  s t r e s s e d  t h e  i m p o r t a n c e  o f  a d v i s e r s  a n d  i n s p e c t o r s  u n d e r g o i n g
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a) It will put behind us any ideas of advisers who move around doing their own thing and providing their 
own motivation.
b) It will correct imbalances and consolidate training.
c) It will allow the updating of job descriptions.
d) It will encourage advisers to feel part of an authority’s coherent policy for inspection and support
e) It recognises ‘realpolitik’. We shall have relatively few additional advisers and the miracle will be 
wrought by the good and indifferent colleagues we know already. Advisers are a very expensive 
resource.
f) It will allow the chief adviser to manage the advisory division and will encourage all LEAs to recognise 
the need for clearer management frameworks.
The situation in the 4 authorities
A l l  4  o f  t h e  a u t h o r i t i e s  i n  t h e  p r e s e n t  s t u d y  h a d  a  f a i r  p r o p o r t i o n  o f  a d v i s e r s  o r  i n s p e c t o r s  w h o  
h a d  b e e n  i n  t h e  s e r v i c e  f o r  a  c o n s i d e r a b l e  t i m e  a n d  h a d  j o i n e d  a t  a  t i m e  w h e n  t r a i n i n g  w a s  n o t  
c o n s i d e r e d  n e c e s s a r y  f o r  a d v i s e r s ,  s o  t h a t  m a n y  o f  t h e  i t e m s  i n  t h e  q u e s t i o n n a i r e  h a d  b e e n  
l e a r n e d  o n  t h e  j o b  r a t h e r  t h a n  l e a r n e d  t h r o u g h  f o r m a l  t r a i n i n g .  A l l  4  w e r e  p r o v i d i n g  s o m e  k i n d  
o f  i n d u c t i o n  f o r  n e w  a d v i s e r s  a n d  i n s p e c t o r s  a n d  h a d  d a y s  w h e n  t h e  w h o l e  t e a m  c a m e  t o g e t h e r  
t o  b e  u p d a t e d  o n  t h e  l a t e s t  d e v e l o p m e n t s .  A l l  f o u r  a l s o  p r o v i d e d  o p p o r t u n i t i e s  f o r  a d v i s e r s  a n d  
i n s p e c t o r s  t o  g o  t o  c o u r s e s  o u t s i d e  t h e  a u t h o r i t y .
A d v i s o r y  t e a c h e r s  w e r e  t h e  r e s p o n s i b i l i t y  o f  a  s e n i o r  a d v i s e r  i n  a u t h o r i t i e s  B , C  a n d  D .  
I n  a u t h o r i t y  A  t h e y  r e m a i n e d  t h e  r e s p o n s i b i l i t y  o f  t h e  c h i e f  a d v i s e r .  T h e s e  p e o p l e  p r o v i d e d  
i n d u c t i o n  i n  m o s t  c a s e s  a n d  m a d e  s o m e  p r o v i s i o n  f o r  u p d a t i n g .  I n  a u t h o r i t y  C  i n  p a r t i c u l a r ,  
t h e  v a r i o u s  s m a l l  t e a m s  o f  a d v i s o r y  t e a c h e r s  w e r e  l e d  b y  a d v i s o r y  t e a c h e r s  w h o  o r g a n i s e d  
t r a i n i n g  f o r  t h e i r  c o l l e a g u e s .  T r a i n i n g  w a s  a l s o  p a r t  o f  t h e  r e s p o n s i b i l i t y  o f  t h e  a d v i s e r  o r  
i n s p e c t o r  w h o  w a s  t h e  l i n e  m a n a g e r  f o r  e a c h  a d v i s o r y  t e a c h e r .
A d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  w e r e  a s k e d  h o w  m a n y  c o u r s e s  o u t s i d e  t h e  
a u t h o r i t y  t h e y  h a d  a t t e n d e d  s i n c e  J a n u a r y  1 9 9 1  ( q u e s t i o n n a i r e s  w e n t  o u t  d u r i n g  t h e  s u m m e r  
a n d  e a r l y  a u t u m n  o f  1 9 9 2 ) .  I n  a u t h o r i t y  A  i n s p e c t o r s  h a d  a t t e n d e d  2 . 7  c o u r s e s  e a c h  a n d  
a d v i s o r y  t e a c h e r s  2 . 9 .  I n  a u t h o r i t y  B  t h e  n u m b e r s  w e r e  1 . 5  f o r  a d v i s e r s  a n d  2 . 7  f o r  a d v i s o r y  
t e a c h e r s .  A u t h o r i t y  C ’ s  a d v i s e r s  h a d  a t t e n d e d  1 . 4  c o u r s e s  e a c h  a n d  a d v i s o r y  t e a c h e r s  1 . 7 .  
A d v i s e r s  i n  a u t h o r i t y  D  h a d  a t t e n d e d  2 . 4  c o u r s e s ,  i n s p e c t o r s  3 . 1  a n d  a d v i s o r y  t e a c h e r s  3 . 5 .
T h e  q u e s t i o n n a i r e s  a l s o  a s k e d  a b o u t  a p p r a i s a l .  I n s p e c t o r s  i n  a u t h o r i t y  A  a n d  a d v i s e r s  
i n  a u t h o r i t y  C  w e r e  a l l  p a r t  o f  a n  a p p r a i s a l  s c h e m e  a n d  h a d  a l l  b e e n  a p p r a i s e d .  I n  a u t h o r i t y  
B  a  s c h e m e  w a s  i n  t h e  p r o c e s s  o f  b e i n g  w o r k e d  o u t  a n d  7 3 %  o f  a d v i s e r s  s a i d  t h e y  w e r e  p a r t  
o f  a  s c h e m e  a n d  3 6 %  h a d  b e e n  a p p r a i s e d .  I n  a u t h o r i t y  D  8 6 %  o f  a d v i s e r s  s a i d  t h e y  w e r e  i n  
a  s c h e m e  a n d  8 6 %  h a d  b e e n  a p p r a i s e d .  T h e  f i g u r e s  f o r  i n s p e c t o r s  w e r e  8 5 %  a n d  7 7 % .
F e w e r  a d v i s o r y  t e a c h e r s  h a d  b e e n  a p p r a i s e d  a n d  i n  a u t h o r i t y  B  t h e r e  w a s  n o  s c h e m e  
w h i c h  c o v e r e d  t h e m  a t  t h e  m o m e n t  w h i c h  i s  i n t e r e s t i n g  w h e n  w e  c o n s i d e r  t h a t  t h i s  a u t h o r i t y
appraisal. He suggested that it would offer the following:
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g e n e r a l l y  h a d  h i g h  s c o r e s  f o r  a d v i s o r y  t e a c h e r s .  I n  a u t h o r i t y  A  8 2 %  s a i d  t h e y  w e r e  p a r t  o f  
s c h e m e  a n d  3 5 %  s a i d  t h e y  h a d  b e e n  a p p r a i s e d .  O n l y  1 2 %  o f  a u t h o r i t y  C ’ s  a d v i s o r y  t e a c h e r s  
s a i d  t h e y  w e r e  p a r t  o f  a  s c h e m e  a n d  o n l y  8 %  h a d  b e e n  a p p r a i s e d .  A u t h o r i t y  D ’ s  a d v i s o r y  
t e a c h e r s  h a d  6 7  %  w h o  w e r e  p a r t  o f  a  s c h e m e  a n d  5 0 %  w h o  h a d  b e e n  a p p r a i s e d  b u t  i t  w i l l  b e  
r e m e m b e r e d  t h a t  t h i s  a u t h o r i t y  h a d  a  v e r y  s m a l l  r e t u r n  f r o m  a d v i s o r y  t e a c h e r s .
T h e  q u e s t i o n n a i r e  s u r v e y
T h i s  c h a p t e r  i s  c o n c e r n e d  w i t h  t h e  f o l l o w i n g  q u e s t i o n s :
1  W h a t  t r a i n i n g  ( f o r m a l  o r  i n f o r m a l )  h a v e  a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  h a d  
f o r  t h e i r  w o r k ?
2  I s  t h e  t r a i n i n g  e x p e r i e n c e  o f  a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  i n  t h e s e  4  
a u t h o r i t i e s  s i m i l a r  t o  t h e  s t a t e m e n t s  o f  p r o v i s i o n  l i s t e d  i n  t h e  n a t i o n a l  s u r v e y  ( D e a n  
1 9 9 1 b )
3  I s  t h e r e  a  r e l a t i o n s h i p  b e t w e e n  f o r m a l  t r a i n i n g  a n d  h e a d t e a c h e r s ’  a n d  t e a c h e r s ’  v i e w s  
o f  a d v i c e  a n d  s u p p o r t  a n d  t e a c h e r  d e v e l o p m e n t .
The background to the questionnaire
T h i s  s e c t i o n  o f  t h e  s t u d y  d i f f e r s  f r o m  t h e  r e s t  i n  t h a t  c r i t e r i a  o n  t r a i n i n g  w h i c h  c o u l d  b e  u s e d  
f o r  t h e  q u e s t i o n n a i r e  d i d  n o t  e m e r g e  f r o m  t h e  a c c o u n t s  o f  e f f e c t i v e n e s s  ( c f . p p .  6 7 , 6 8 ) .  T h e  
i t e m s  w e r e  t h e r e f o r e  t a k e n  f r o m  a  n a t i o n a l  s t u d y  b y  D e a n  ( 1 9 9 1 b ) .  T h i s  s t u d y  h a d  a n  8 6 %  
r e t u r n  a n d  p r o v i d e d  a  n a t i o n a l  p i c t u r e  a g a i n s t  w h i c h  t h e  r e s u l t s  o f  t h i s  s t u d y  c a n  b e  s e e n .
Advisers' views on training
A d v i s e r s  w e r e  a s k e d  t o  s a y  w h e t h e r  t h e y  h a d  h a d  ‘ s a t i s f a c t o r y  t r a i n i n g ’ ,  ‘ s o m e  t r a i n i n g ’  o r  
T i t t l e  o r  n o  t r a i n i n g ’  a n d  w h e t h e r  t h e y  ‘ w o u l d  l i k e  t r a i n i n g ’  i n  t h e  p a r t i c u l a r  i t e m .  T h e  s c o r e s  
a r e  s u m m a r i s e d  i n  t h e  f o l d  o u t  t a b l e  o n  p a g e  3 4 7 .  T h e  q u e s t i o n n a i r e s  s h o w  l o w  s c o r e s  f o r  t h e  
m a j o r i t y  o f  i t e m s .  T h i s  i s  p a r t l y  b e c a u s e  p e o p l e  w e r e  a s k e d  a b o u t  t h e i r  o w n  e x p e r i e n c e  a n d  
m a n y  j o i n e d  b e f o r e  t r a i n i n g  w a s  s e e n  t o  b e  n e c e s s a r y  f o r  a d v i s o r y  s t a f f .  I n  a  n u m b e r  o f  c a s e s  
t h e r e  w e r e  c o m m e n t s  t h a t  t h i s  h a d  c h a n g e d  a n d  t h a t  t h e r e  w a s  n o w  t r a i n i n g  p r o v i d e d .  S i x t y  
f i v e  p e r  c e n t  o f  t h e  s c o r e s  f o r  a d v i s e r s  a n d  i n s p e c t o r s  c o m e  i n t o  t h e  ‘ p o o r ’  c a t e g o r y  a n d  o n l y  
6 %  o f  t h e  s c o r e s  c o m e  i n t o  t h e  ‘ g o o d ’  c a t e g o r y .  T h e  a v e r a g e  s c o r e s  a r e  a s  f o l l o w s :  
A u t h o r i t y  A  1 . 9 2
A u t h o r i t y  B  1 . 9 6
A u t h o r i t y  C  1 . 5 7
A u t h o r i t y  D  1 . 8 7  f o r  a d v i s e r s  1 . 6 6  f o r  i n s p e c t o r s
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A u t h o r i t y  A  h a s  t h e  h i g h e s t  s c o r e  f o r  5  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  o n e  w i t h  7  p o o r  
s c o r e s  a n d  o n e  g o o d  s c o r e .  A u t h o r i t y  B  h a s  t h e  h i g h e s t  s c o r e  f o r  5  i t e m s  a n d  t h e  l o w e s t  s c o r e  
f o r  o n e  w i t h  6  p o o r  i t e m s  a n d  2  g o o d  o n e s .  A u t h o r i t y  C  h a s  t h e  l o w e s t  s c o r e  f o r  7  i t e m s  w i t h  
p o o r  s c o r e s  f o r  1 1  i t e m s  a n d  n o  g o o d  s c o r e s .  A u t h o r i t y  D  a d v i s e r s  h a v e  t h e  h i g h e s t  s c o r e  f o r  
2  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  o n e  w i t h  7  p o o r  s c o r e s  a n d  o n e  g o o d  s c o r e .  T h e  i n s p e c t o r s  
h a v e  t h e  l o w e s t  s c o r e  f o r  3  i t e m s  a n d  1 1  i t e m s  i n  t h e  p o o r  c a t e g o r y .
A u t h o r i t y  A ’ s  h i g h e s t  s c o r e  i s  f o r  ‘ P r o v i s i o n  o f  o p p o r t u n i t i e s  f o r  u p d a t i n g  k n o w l e d g e ’
( 2 . 6 7 )  a n d  t h e i r  l o w e s t  s c o r e s  a r e  f o r  ‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  t h e  L E A ’  ( 1 . 4 4 )  
a n d  ‘ T r a i n i n g  i n  t h e  s k i l l s  o f  r u n n i n g  i n - s e r v i c e  e d u c a t i o n ’  ( 1 . 3 3 ) .
A u t h o r i t y  B  h a s  g o o d  s c o r e s  f o r  ‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  t h e  L E A ’  
( 2 . 5 4 )  a n d  ‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  a d v i s o r y  w o r k ’  ( 2 . 5 4 ) .  T h e i r  l o w e s t  s c o r e  
i s  f o r  ‘ T r a i n i n g  i n  p e r s o n a l  o r g a n i s a t i o n *  ( 1 . 4 4 ) .
A u t h o r i t y  C ’ s  h i g h e s t  s c o r e  i s  f o r  ‘ R e p o r t  w r i t i n g ’  ( 2 . 1 4 )  a n d  t h e i r  l o w e s t  s c o r e s  a r e  f o r  
I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  t h e  L E A ’  ( 1 . 1 1 )  a n d  ‘ I n d u c t i o n  p r o g r a m m e  -  
i n t r o d u c t i o n  t o  a d v i s o r y  w o r k ’  ( 1 . 2 1 ) .
A u t h o r i t y  D ’ s  a d v i s e r s ’  h i g h e s t  s c o r e  i s  f o r  ‘ P r o v i s i o n  o f  o p p o r t u n i t i e s  f o r  u p d a t i n g  
k n o w l e d g e ’  ( 2 . 5 7 )  a n d  t h e i r  l o w e s t  s c o r e s  a r e  f o r  ‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  t h e  
L E A ’ ( 1 . 3 3 )  a n d  ‘ R e p o r t  w r i t i n g ’  ( 1 . 3 3 ) .  T h i s  s e c o n d  s c o r e  i s  n o t  s u r p r i s i n g  s i n c e  a d v i s e r s  a r e  
n o t  e x p e c t e d  t o  w r i t e  r e p o r t s  i n  t h e  s a m e  w a y  a s  i n s p e c t o r s  b u t  t h e  i n s p e c t o r s  h a v e  a  s c o r e  o f  
o n l y  1 . 5 0  f o r  t h i s  i t e m .  T h e i r  h i g h e s t  s c o r e  i s  f o r  ‘ W o r k  o n  d i f f e r e n t  a s p e c t s  o f  t h e  i n s p e c t i o n  
o f  s c h o o l s ’  ( 2 . 3 1 )  a n d  t h e i r  l o w e s t  s c o r e  i s  ‘ T r a i n i n g  i n  p e r s o n a l  o r g a n i s a t i o n ’  ( 1 . 4 2 ) .
T h e  i t e m s  s c o r i n g  b e s t  o v e r a l l  a r e  ‘ W o r k  o n  d i f f e r e n t  a s p e c t s  o f  i n s p e c t i n g  s c h o o l s ’  
w h i c h  h a s  o n l y  o n e  p o o r  s c o r e  b u t  n o  g o o d  o n e s ;  ‘ R e p o r t  w r i t i n g ’  w h i c h  h a s  p o o r  s c o r e s  f r o m  
b o t h  g r o u p s  i n  a u t h o r i t y  D  b u t  s a t i s f a c t o r y  s c o r e s  f r o m  t h e  o t h e r  a u t h o r i t i e s  a n d  ‘ P r o v i s i o n  
o f  o p p o r t u n i t i e s  f o r  u p d a t i n g  k n o w l e d g e ’  w h i c h  h a s  2  g o o d  s c o r e s  a n d  o n e  p o o r  s c o r e .
T h e  w e a k e s t  i t e m  i s  ‘ T r a i n i n g  i n  t h e  s k i l l s  o f  r u n n i n g  i n - s e r v i c e  e d u c a t i o n ’  w h e r e  e v e r y  
s c o r e  i s  a p o o r o n e .  T h e  f o l l o w i n g  i t e m s  h a v e  4 p o o r  s c o r e s  o u t  o f  t h e  5 :  ‘ I n d u c t i o n  p r o g r a m m e  
-  i n t r o d u c t i o n  t o  t h e  L E A ’ ;  ‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  a d v i s o r y  w o r k ’ ;  ‘ W o r k  
o n  i n t e r - p e r s o n a l  s k i l l s ’ ;  ‘ S e l e c t i o n  i n t e r v i e w i n g ’ ;  ‘ C o n s i d e r a t i o n  o f  w h a t  i s  i n v o l v e d  i n  
s u p p o r t i n g  h e a d t e a c h e r s ’ ;  ‘  C o n s i d e r a t i o n  o f  w h a t  i s  i n v o l v e d  i n  w o r k i n g  w i t h  g o v e r n o r s ’  a n d  
‘ T r a i n i n g  i n  m a n a g e m e n t  s k i l l s ’ .
The views of advisory teachers on training
A d v i s o r y  t e a c h e r s  w e r e  a s k e d  s i m i l a r  q u e s t i o n s  t o  t h o s e  f o r  a d v i s e r s  a n d  t h e i r  s c o r e  s u m m a r y  
c a n  b e  s e e n  i n  t h e  f o l d  o u t  t a b l e .  S i x t y  n i n e  p e r  c e n t  o f  t h e  s c o r e s  c o m e  i n t o  t h e  p o o r  c a t e g o r y  
a n d  o n l y  8 %  o f  t h e  s c o r e s  c o m e  i n t o  t h e  g o o d  c a t e g o r y .  T h e  a v e r a g e s  w e r e  a s  f o l l o w s :  
A u t h o r i t y  A  1 . 4 6  A u t h o r i t y  C  1 . 8 9
A u t h o r i t y  B  1 . 6 2  A u t h o r i t y  D  2 . 1 8
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TI Induction programme - introduction to the LEA 
T2 Induction programme - introduction to advisory work 
T3 Work on inter-personal skills e.g.discussion leadership 
T9 Consideration of ways of supporting teachers 
T10 Training in management skills 
TI 1 Training in the skills of running in-service education 
T12 Provision of opportunities for updating knowledge 
T13 Training in personal organisation e.g. the use of time
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A u t h o r i t y  A  h a d  n o n e  o f  t h e  h i g h e s t  s c o r e s  a n d  4 * o f  t h e  l o w e s t  s c o r e s .  A l l  b u t  o n e  o f  
t h e i r  s c o r e s  w e r e  p o o r  a n d  t h e r e  w e r e  n o  g o o d  s c o r e s .  A u t h o r i t y  B  h a d  t h e  h i g h e s t  s c o r e  f o r  
o n e  i t e m  w h i c h  w a s  a  g o o d  s c o r e .  T h e  r e m a i n i n g  s c o r e s  w e r e  a l l  p o o r .  T h e  s c o r e s  i n c l u d e d  
2  s c o r e s  o f  o n e  w h i c h  m e a n t  t h a t  t h e  a d v i s o r y  t e a c h e r s  i n  t h a t  g r o u p  h a d  h a d  n o  t r a i n i n g  a t  
a l l  u n d e r  t h a t  p a r t i c u l a r  i t e m .  A u t h o r i t y  C  h a d  t h e  h i g h e s t  s c o r e  f o r  o n e  i t e m  b u t  t h i s  w a s  s t i l l  
a  p o o r  s c o r e .  T h e y  h a d  n o n e  o f  t h e  l o w e s t  s c o r e s  b u t  s i x  o f  t h e  8  s c o r e s  w e r e  p o o r .  A u t h o r i t y  
D  h a d  t h e  h i g h e s t  s c o r e s  f o r  6  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  n o n e .  T h e y  h a d  2  g o o d  s c o r e s  
a n d  2  p o o r  s c o r e s .
A u t h o r i t y  A ’ s  h i g h e s t  s c o r e  w a s  f o r  ‘ P r o v i s i o n  o f  o p p o r t u n i t i e s  f o r  u p d a t i n g  k n o w l ­
e d g e ’  ( 2 . 2 9 ) .  T h e i r  l o w e s t  s c o r e s  w e r e  f o r  ‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  a d v i s o r y  
w o r k ’  ( 1 . 1 2 )  a n d  ‘ T r a i n i n g  i n  p e r s o n a l  o r g a n i s a t i o n  *  ( 1 . 1 2 ) .
I n  a u t h o r i t y  B  t h e  h i g h e s t  s c o r e  w a s  f o r  ‘ T r a i n i n g  i n  t h e  r u n n i n g  o f  i n - s e r v i c e  e d u c a t i o n ’  
( 2 . 7 5 ) .  T h e  l o w e s t  s c o r e s  w e r e  f o r  ‘ W o r k  o n  i n t e r - p e r s o n a l  s k i l l s ’  ( 1 . 0 0 )  a n d  ‘ T r a i n i n g  i n  
m a n a g e m e n t  s k i l l s ’  ( 1 . 0 0 ) .
A u t h o r i t y  C  h a d  t h e i r  h i g h e s t  s c o r e  f o r  ‘ T h e  i n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  
a d v i s o r y  w o r k  ‘ ( 2 . 2 1 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  ‘ T r a i n i n g  i n  m a n a g e m e n t  s k i l l s ’  ( 1 . 5 4 ) .
A u t h o r i t y  D  d i d  b e s t  a n d  t h e i r  h i g h e s t  s c o r e  w a s  f o r  ‘ P r o v i s i o n  f o r  u p d a t i n g  k n o w l e d g e *
( 2 . 6 7 ) .  T h e i r  l o w e s t  s c o r e  w a s  f o r  *  I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  t h e  L E A ’  ( 1 . 8 0 ) .
‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  t h e  L E A ’  h a d  p o o r  s c o r e s  f r o m  a l l  a u t h o r i t i e s  
a s  d i d  ‘ T r a i n i n g  i n  m a n a g e m e n t  s k i l l s ’ .  T h e  b e s t  s c o r i n g  i t e m  w a s  ‘ P r o v i s i o n  o f  o p p o r t u n i t i e s  
f o r  u p d a t i n g  k n o w l e d g e ’  w h i c h  h a d  o n e  g o o d  s c o r e  a n d  o n l y  o n e  p o o r  s c o r e .
Overall view of the scores for training
N o  i t e m  i n  t h i s  q u e s t i o n n a i r e  d i d  w e l l .  T h e  b e s t  i t e m  w h i c h  h a d 3  g o o d  s c o r e s  a n d  o n l y  2  p o o r  
s c o r e s  w a s  f o r  ‘ P r o v i s i o n  o f  o p p o r t u n i t i e s  f o r  u p d a t i n g  k n o w l e d g e ’  w h i c h  i s  n o t  v e r y  
s u r p r i s i n g  g i v e n  t h e  p r e s e n t  r a t e  o f  c h a n g e .  O n e  m i g h t ,  i n  f a c t ,  e x p e c t  i t  t o  s c o r e  m o r e  h i g h l y .  
A d v i s e r s  a l s o  h a v e  o n l y  o n e  p o o r  s c o r e  f o r  i n s p e c t i o n  b u t  n o  g o o d  s c o r e s  a n d  r e p o r t  w r i t i n g  
w h e r e  a g a i n  t h e r e  a r e  n o  g o o d  s c o r e s  b u t  o n l y  2  p o o r  s c o r e s .  T h e s e  a g a i n  a r e  n o t  v e r y  
s u r p r i s i n g  a r e a s  g i v e n  t h e  p r e s s u r e  f o r  i n s p e c t i o n  s i n c e  t h e  E d u c a t i o n  R e f o r m  A c t .  I t  i s  
p e r h a p s  s u r p r i s i n g  t h a t  a u t h o r i t y  D  i n s p e c t o r s  w i t h  a  s e p a r a t i o n  o f  a d v i c e  a n d  i n s p e c t i o n  s c o r e  
o n l y  1 . 5 0  o n  r e p o r t  w r i t i n g .
‘ I n d u c t i o n  p r o g r a m m e  -  i n t r o d u c t i o n  t o  t h e  L E A ’  h a s  p o o r  s c o r e s  f o r  a l l  b u t  o n e  
a u t h o r i t y  f o r  a d v i s e r s .  T h i s  i s  a u t h o r i t y  B  w h i c h  h a s  a  g o o d  s c o r e  f o r  t h i s  i t e m .  ‘ W o r k  o n  i n t e r ­
p e r s o n a l  s k i l l s ’  h a s  p o o r  s c o r e s  f o r  a l l  b u t  a u t h o r i t y  D  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s .  
‘ C o n s i d e r a t i o n  o f  w h a t  i s  i n v o l v e d  i n  w o r k i n g  w i t h  g o v e r n o r s ’  h a s  p o o r  s c o r e s  f o r  a l l  b u t  
a u t h o r i t y  D  a d v i s e r s  a n d  ‘ T r a i n i n g  i n  m a n a g e m e n t  s k i l l s ’  h a s  p o o r  s c o r e s  f o r  a l l  b u t  a u t h o r i t y  
A  a d v i s e r s .
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Comparison with the national picture
T h e  n a t i o n a l  s t u d y  ( D e a n  1 9 9 1 b )  g a v e  t h e  p e r c e n t a g e s  o f  a u t h o r i t i e s  o f f e r i n g  e a c h  o f  t h e  
i t e m s  i n  t h e  l i s t .  T h r e e  i t e m s  w e r e  a d d e d  t o  t h i s  l i s t  f o r  a d v i s e r s  a n d  i n s p e c t o r s  i n  t h e  
q u e s t i o n n a i r e s  s e n t  o u t .  T h e y  w e r e :
S e l e c t i o n  i n t e r v i e w i n g  
R e p o r t  w r i t i n g
C o n s i d e r a t i o n  o f  w h a t  i s  i n v o l v e d  i n  w o r k i n g  w i t h  g o v e r n o r s
C O M P A R I S O N  O F  N A T I O N A L  F I G U R E S  F O R  P R O V I S I O N  O F  
T R A I N I N G  W I T H  T R A I N I N G  E X P E R I E N C E D  B Y  A D V I S E R S ,  
I N S P E C T O R S  A N D  A D V I S O R Y  T E A C H E R S  I N  T H E  F O U R
A U T H O R I T I E S
Fig. 16.4
TI T2 T3 T4 T7 T9 T10 T i l T12 T13
National percentages 80 74 55 75 36 57 44 74 46 44
All 4 authorities 37 41 47 78 51 61 60 31 83 46
E2
Authority A 33 44 44 89 67 55 78 33 100 78
o<u Authority B 100 100 82 91 54 64 45 45 82 54
*1<e
■S3
Authority C 10 20 27 73 43 57 57 23 83 50
>
< Authority D Adv 14 43 71 43 57 71 71 43 100 71
Insp 61 38 59 92 54 69 54 31 61 38
National percentages 56 54 42 59 26 56 63 34
All 4 authorities 57 59 49 57 49 49 80 43
is
Authority A 47 23 47 47 29 23 76 18
&
2 Authority B 50 50 25 50 28 100 75 50
&
.53 Authority C 71 79 50 62 50 50 79 58
<
Authority D 33 83 67 83 67 83 100 67
The national figures are the percentages of authorities offering training in each particular area. The figures for the authorities 
are the percentages of adviser/inspeetorsAadvisory teachers who have experienced training in each area.
T I Introduction to the LEA  
T2 Introduction to advisoiy work 
T3 Inter-personal skills 
T5 Inspection 
T7 Supporting headteachers
T9 Supporting teachers 
T10 Management skills 
T i l  In-service education 
T12 Up-dating knowledge 
T13 Personal organisation
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T h e  n a t i o n a l  s u r v e y  l i s t  f o r  a d v i s o r y  t e a c h e r s  i n c l u d e d  ‘ s u p p o r t i n g  h e a d t e a c h e r s ’  b u t  
i n  v i e w  o f  t h e  v e r y  l o w  s c o r e  f o r  t h i s  i t e m  i t  w a s  o m i t t e d  f r o m  t h e  q u e s t i o n n a i r e .
T h e  n a t i o n a l  f i g u r e s  s u g g e s t e d  t h a t  L E A s  d i d  n o t  t h i n k  i t  a s  i m p o r t a n t  t o  t r a i n  a d v i s o r y  
t e a c h e r s  a s  a d v i s e r s .  Y e t  a d v i s o r y  t e a c h e r s  u s u a l l y  c o m e  f r o m  m o r e  j u n i o r  p o s t s  a n d  s i n c e  
t h e y  a r e  n o r m a l l y  s e c o n d e d  t h e y  n e e d  t o  l e a r n  q u i c k l y .  I t  c o u l d  b e  a r g u e d  t h a t  t h e y  h a v e  
g r e a t e r  n e e d  f o r  t r a i n i n g  t h a n  a d v i s e r s .  O n  t h e  o t h e r ,  t r a i n i n g  f o r  a d v i s e r s  m a k e s  l o n g  t e r m  
p r o v i s i o n  s i n c e  t h e y  n o r m a l l y  s t a y  i n  p o s t  f o r  s o m e  t i m e .  T h e  n a t i o n a l  f i g u r e s  a l s o  s u g g e s t  
t h a t  L E A s  s e e  a d v i s e r s  d e a l i n g  w i t h  h e a d t e a c h e r s  m o r e  t h a n  t e a c h e r s  a n d  a d v i s o r y  t e a c h e r s  
d e a l i n g  w i t h  t e a c h e r s  m o r e  t h a n  h e a d t e a c h e r s .  T h e  a c t u a l  e x p e r i e n c e  o f  t h e  a d v i s o r y  t e a c h e r s  
i n  t h e  4  a u t h o r i t i e s  d o e s  n o t  s h o w  a  s i m i l a r  d i f f e r e n c e  t o  t h e  n a t i o n a l  s u r v e y  b e t w e e n  t h e  
s c o r e s  o f  a d v i s e r s  a n d  i n s p e c t o r s  a n d  t h o s e  o f  a d v i s o r y  t e a c h e r s .
A d v i s e r s  a n d  i n s p e c t o r s ,  a p a r t  f r o m  a d v i s e r s  i n  a u t h o r i t y  B ,  d i d  n o t  h a v e  a  c o m p a r a b l e  
e x p e r i e n c e  o f  i n d u c t i o n  t o  t h a t  i n  t h e  n a t i o n a l  f i g u r e s  b u t  a d v i s o r y  t e a c h e r s  d i d .  T h i s  w a s  
p r o b a b l y  b e c a u s e  m a n y  c a m e  b e f o r e  t r a i n i n g  w a s  u s u a l .  A n o t h e r  a r e a  w h e r e  a d v i s e r s ’  a n d  
i n s p e c t o r s ’  a c t u a l  e x p e r i e n c e  o f  t r a i n i n g  w a s  l e s s  t h a n  t h a t  i n  t h e  n a t i o n a l  f i g u r e s  w a s  i n -  
s e r v i c e  e d u c a t i o n  b u t  a d v i s o r y  t e a c h e r s  h a d  m o r e  t r a i n i n g  i n  t h i s  a r e a  t h a n  t h e  n a t i o n a l  f i g u r e s  
s u g g e s t e d .  O n e  a r e a  w h e r e  t h e r e  w a s  c o n s i d e r a b l y  m o r e  t r a i n i n g  t h a n  t h e  n a t i o n a l  f i g u r e s  g i v e  
w a s  i n  u p d a t i n g  k n o w l e d g e ,  w h i c h  i s  n o t  v e r y  s u r p r i s i n g  g i v e n  t h e  c h a n g e s  t h a t  a r e  h a p p e n i n g  
i n  t h e  e d u c a t i o n  f i e l d .  T h e r e  w a s  a l s o  m o r e  t r a i n i n g  o f  a d v i s e r s  a n d  i n s p e c t o r s  f o r  i n s p e c t i o n  
a n d  m o r e  t r a i n i n g  f o r  a d v i s o r y  t e a c h e r s  i n  m a n a g e m e n t  s k i l l s  t h a n  t h e  n a t i o n a l  f i g u r e s  g i v e .
A  c o r r e l a t i o n  o f  t h e  f i g u r e s  f o r  t h e  t r a i n i n g  e x p e r i e n c e d  b y  a d v i s e r s  a n d  i n s p e c t o r s  a n d  
b y  a d v i s o r y  t e a c h e r s  w i t h  t h o s e  f o r  t h e  n a t i o n a l  p r o v i s i o n  s h o w  a  s m a l l  n e g a t i v e  c o r r e l a t i o n  
w h i c h  d o e s  n o t  r e a c h  s i g n i f i c a n c e .
Comparison of training scores with those for the key areas.
T h e  t r a i n i n g  s c o r e s  f o r  a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  w e r e  c o r r e l a t e d  w i t h  t h o s e  
f o r  h e a d t e a c h e r s  a n d  t e a c h e r s  f o r  a d v i c e  a n d  s u p p o r t  a n d  f o r  i n - s e r v i c e  e d u c a t i o n .  N o n e  w a s  
s i g n i f i c a n t  a n d  a l l  b u t  t h e  c o r r e l a t i o n  f o r  i n - s e r v i c e  e d u c a t i o n  a n d  t r a i n i n g  w e r e  s m a l l  b u t  
n e g a t i v e .
Training which inspectors,  advisers and advisory teachers would like 
A l l  g r o u p s  w e r e  a s k e d  t o  n o t e  i t e m s  i n  w h i c h  t h e y  w o u l d  l i k e  t r a i n i n g .  T h e i r  n u m b e r s  a r e  
s h o w n  i n  t h e  t a b l e  o n  t h e  n e x t  p a g e .  I t  i s  i n t e r e s t i n g  t o  n o t e  t h a t  t h e r e  w a s  m o r e  i n t e r e s t  i n  
t r a i n i n g  i n  a u t h o r i t y  C  t h a n  i n  t h e  o t h e r  a u t h o r i t i e s ,  b u t  n o  a u t h o r i t y  h a d  a  v e r y  s u b s t a n t i a l  
n u m b e r  o f  p e o p l e  w a n t i n g  t r a i n i n g  i n  a n y  p a r t i c u l a r  a r e a .  T h i s  c o u l d  b e  b e c a u s e  t h e y  f e e l  t h e i r  
t r a i n i n g  n e e d s  h a v e  b e e n  s a t i s f i e d  i n f o r m a l l y  a n d  f o r m a l l y .
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N U M B E R S  O F  A D V I S E R S ,  I N S P E C T O R S  A N D  A D V I S O R Y  
T E A C H E R S  W H O  W O U L D  L I K E  T R A I N I N G  I N  E A C H  A R E A
Fig. 16.5
A uthorit ies A B C D Totals
T l Induction programme - introduction to the LEA 0 0 4 0 4
T2 Induction programme - introduction to advisory work 1 0 4 2 7
T3 Work on inter-personal skills e.g.discussion leadership 1 0 5 2 8
T4 Selection interviewing 0 o 4 1 5
T5 Work on different aspects of the inspection of schools 0 1 7 1 9
T6 Report writing 0 0 3 1 4
T7 Consideration of what is involved in supporting headteachers 0 2 7 1 10
T8 Consideration of what is involved in working with governors 0 1 5 1 7
T9 Consideration of ways of supporting teachers 1 3 3 0 7 ;
T10 Training in management skills 1 1 6 0 8
T l 1 Training in the skills of running in-service education 0 1 7 0 8
T12 Provision of opportunities for updating knowledge 10 2 3 2 17
T13 Training in personal organisation e.g. the use of time 1 10 2 0 13
Comments on training
T h i r t y  s e v e n  c o m m e n t s  w e r e  m a d e  a b o u t  t r a i n i n g  b y  a d v i s e r s  a n d  2 3  b y  a d v i s o r y  t e a c h e r s .  
A  n u m b e r  o f  c o m m e n t s  w e r e  e x p l a n a t i o n s  t h a t  t h e  w r i t e r  h a d  n o t  e x p e r i e n c e d  t r a i n i n g  b u t  
t h i n g s  w e r e  b e t t e r  n o w :
My answers to 1 and 2 (induction to LEA and advisory work) reflect my experience when I joined the 
LEA in 1984.1 am pleased to say that the situation has now changed for the better.
Inspector, authority A
The situation has changed during the 17 years I have been in post.
Inspector, authority A
Changed situation (over training) over the last 2 years.
Adviser, authority D
The situation has changed in the LEA. Seven years ago there was no induction for me - 1 learnt the job 
by doing it. Now an induction programme, including mentors, applies.
Inspector, authority D
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At the time I joined the advisory service there were very few advisory teachers. Although there was no 
formal induction or training programme, the informal ‘on the job’ training with colleague advisers 
worked well.
Advisory teacher, authority C
‘Training’ is a very unhelpful concept - most learning has taken place on the job with supportive criticism 
from colleagues. This might be better structured but is infinitely more effective than courses.
Adviser, authority C
I would see training in its least formal but probably most effective sense i.e. that of reflecting on practice 
and evaluating it with colleagues. Most of my training has come either in this form or by way of 
experience in providing INSET for others.
Adviser, authority C
S o m e  p e o p l e  f e l t  t h a t  t h e y  h a d  a c q u i r e d  t h e  n e c e s s a r y  s k i l l s  i n  a  p r e v i o u s  p o s t  a n d  
n e e d e d  n o  f u r t h e r  t r a i n i n g :
Although new to the advisory service I have had the opportunity to develop many of the above mentioned 
skills in my previous job and in my studying for an MA in school management.
Advisory teachers, authority A
Induction training not applicable as I came to the authority from another advisory post Secondly many 
skills and abilities acquired in previous posts, so this post is more an exercising and extending of my skills 
and abilities.
Advisory teacher, authority D
T h e r e  w e r e  a  n u m b e r  o f  p e o p l e  w h o  h a d  r e c e i v e d  t r a i n i n g  f r o m  s o u r c e s  o u t s i d e  t h e  
a d v i s o r y  t e a m  b e c a u s e  o f  t h e  p a r t i c u l a r  j o b  t h e y  w e r e  d o i n g :
The training I received was organised by NCET (National Council for Educational Technology) for 
advisory teachers (IT - information technology). I have never received training from the LEA. 
Advisory teacher, authority D
I received training in assertiveness and presentation as part of my LINC (Language in the National 
Curriculum) training. This was not part of LEA provision.
Advisory teacher, authority A
A  f e w  p e o p l e  w e r e  c o m p l i m e n t a r y  a b o u t  t h e  t r a i n i n g  a n d  s u p p o r t  t h e y  h a d  r e c e i v e d :
The professional development of inspectors has much improved since the appointment of our chief 
inspector in 1989.
Inspector, authority A
The induction last year and this year has been very well thought out to meet the needs of advisory 
teachers.
Advisory teacher, authority D
I have been very fortunate in my experience as a curriculum development teacher, re-line management. 
I have felt supported and valued.
Advisory teacher, authority B
A number of people commented on the value of learning on the job:
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The team is not in any corporate sense deciding its needs and cannot therefore support individual 
development although the majority are supportive people.
Inspector, authority D
Appraisal prior to 1992 fairly benign and not professionally helpful. Supposedly new scheme still not 
really in operation, still benign and lacking any rigour in terms of principles, objectives and outcomes. 
Inspector, authority D
I find the question difficult since training is provided in aspects of the work but it’s not necessarily very 
good or appropriate to the present position of LEAs or my personal position. The training is continually 
being overtaken by events.
Adviser, authority C
S e v e r a l  o t h e r  p e o p l e  m a d e  t h e  p o i n t  t h a t  t r a i n i n g  i s  b e i n g  o v e r t a k e n  b y  e v e n t s :
The last 3 years has been a period of constant and in some cases radical change. LEAs have spent much 
time maintaining the status quo/equilibrium.
Adviser, authority C
Much is evolving at present and it is difficult to say that the response is positive as it appears but meetings 
and discussions indicate that much is coming to be clarified.
Inspector, authority D
The rapidly changing nature of our work in the future has made the task of having a long term training 
project somewhat difficult.
Inspector, authority D
E v i d e n c e  f r o m  i n t e r v i e w s
S e v e n t y  s i x  c o m m e n t s  a l t o g e t h e r  w e r e  m a d e  a b o u t  t r a i n i n g  b y  a d v i s e r s ,  i n s p e c t o r s  a n d  
a d v i s o r y  t e a c h e r s .  T w e l v e  o f  t h e s e  w e r e  m a d e  b y  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  f r o m  
a u t h o r i t y  A ,  1 1  c a m e  f r o m  a u t h o r i t y  B ,  2 3  f r o m  a u t h o r i t y  C  a n d  3 0  f r o m  a u t h o r i t y  D .
A l l  4  a u t h o r i t i e s  h a d  a  f o r m a l  p r o g r a m m e  o f  i n - s e r v i c e  e d u c a t i o n  f o r  a d v i s e r s  a n d  
i n s p e c t o r s .
We’re engaged at the moment in an on-going programme of colleagues presenting to us their National 
Curriculum picture - the way things are developing. Recently we had a whole morning with ... our 
humanities adviser and history and geography, the way that’s shifted. We’ve had a session on 
mathematics. We’ve had a session on religious education - the Agreed Syllabus, so that is all part of it. 
... It’s probably worth mentioning too that within that conference primary advisers were paired a with 
a subject adviser in terms of developments within that subject.
Senior adviser, authority B
Q How have you found the CAID (Centre for Adviser and Inspector Development) package?
A Well the principal focus for us has been the classroom observation leading towards inspection. It
provided a vehicle for people to work - for the team to come together on a shared agenda and I think 
colleagues put a lot of time and effort into it.
Senior inspector, authority B
Others were critical:
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We have planned non-contact days for professional development. We’ve got the residential, the senior 
staff conference days as well and... also that series of courses to do with things like time management. 
Adviser, authority D
The initial experience in the first few weeks of the new job was I thought very, very good and I felt very 
conscious of a group of people round about me who were trying to help me and get me sorted out, 
organised into what I was doing. I was very grateful for that.
Inspector, authority D
I think our experiences were very variable depending on when you started. For us, I was one of the more 
recent members to join and it was really well planned and well thought out and new people coming from 
other authorities were very, very impressed with what we actually did, but maybe people who joined a 
year before would not have the same feelings because it has changed.
Adviser, authority D
T h e r e  w a s  a  s t r o n g  f e e l i n g  t h a t  t h e  i n f o r m a l  o p p o r t u n i t i e s  w e r e  i m p o r t a n t :
The kind of development I’ve been on over the years have actually been sort of induction for all 
inspectors - time management, all of which have been superb learning experiences, but I think when we 
get together and have a residential couple of days thrashing out whatever, there’s a lot of professional 
development within those conferences.
Inspector, authority A
I went into link review I suppose in the same way as everybody else with a great deal of trepidation and 
not knowing what on earth I was doing and I’ve enjoyed it I never look forward to them and then I 
suddenly surprise myself at the end of the day that it’s been a quite fascinating day and I’ve learned a 
lot. I’ve learned a lot about myself and about the colleagues I’ve worked with. I’ve learned a lot about 
the school. I’ve learned more in a day on a link review about a school than I could ever learn in 3 or 4 
visits. It’s not enough. It gives you a focus, a very clear focus.
(NB Link review is a one day review of the school where the adviser has a general role)
Adviser, authority C
I’ve learned a lot, a tremendous amount as a general adviser in the past 3 years.... So I’ve gained a lot 
from the job and my feeling is that (this has been ) professional development experience.... But beyond 
that I’ve had no professional development opportunity at all, apart from that provided as being part of 
the advisory team. I’ve not had any individual professional development at all.... It was turned down. 
Adviser, authority C
When I look back over 3 years I’ve learned more in 3 years than I’ve ever learned in any 3 years in my 
professional life before but I don’t feel that professional development with a capital P and a capital D 
is answerable or provided. I don’t think the opportunities have necessarily been made, certainly not for 
me.
Adviser, authority C
I came from secondary schools and I’ve been an advisory teacher and there I gathered lots of curriculum 
expertise and it was at the time when the National Curriculum was coming in and that was an enormous 
learning curve and then moving into being an adviser was absolutely amazing, mind boggling. And I 
must say that because I came from the background I did, I hadn’t got certain skills. I hadn’t been a head. 
I wouldn’t say that I’d got management skills. I’d managed myself. I’d managed the work, things like 
that and I still feel an inadequacy there. I’ve been on some courses, but they’re mainly to do with my 
curriculum area and that’s been my strength in that I could say ‘Right my expertise is there’ and that’s 
quite comforting .... But in terms of other people being supportive, people I’ve worked with and in 
particular... the adviser at that time was amazingly supportive and I’ve learnt a tremendous amount from 
him. And then through working with other people. It’s an amazing learning curve.
Adviser, authority C
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I think one of the best professional development facilities I’ve had actually in the first year was that I was 
included on a middle school inspection and I found that enormously beneficial.
Inspector, authority D
I had the same induction experience, despite the fact that I had been a head in the authority, the three 
weeks of finding one’s feet was absolutely superb. I actually had time to read things, something I hadn’t 
experienced in my years as a head. And also the first 2 inspections I went into were completely outside 
my phase and I went into a nursery school and I was actually led through every detail. It was absolutely 
superb. I was with a very experienced inspector who talked me through everything. The second I was 
in a lower school, also outside my experience. I was given great insights there by 2 colleagues on how 
to go about searching out sources of data and how to make use of them and it may have been just my luck 
that the 2 people who were with me on both occasions made sure that they led me personally through 
all those areas involved.
Inspector, authority D
T h e  e x p e r i e n c e  o f  a d v i s o r y  t e a c h e r s  a p p e a r e d  t o  b e  v a r i e d .  S o m e  h a d  a  v e r y  g o o d  
e x p e r i e n c e  a n d  s o m e  i n - s e r v i c e  w o r k  w a s  o r g a n i s e d  b y  t e a m s  o f  a d v i s o r y  t e a c h e r s  f o r  t h e i r  
m e m b e r s .  T h r e e  o f  t h e  a u t h o r i t i e s  h a d  a  s e n i o r  a d v i s e r  i n  c h a r g e  o f  p r o v i s i o n  f o r  a d v i s o r y  
t e a c h e r s  w h o  w a s  r e s p o n s i b l e  f o r  t h e i r  t r a i n i n g .
Q What sort of the thing do your advisory teachers - your curriculum support teachers, you call them, don’t
you - what sort of thing do they get?
A It depends on the area.... A teacher coming from high school would work in the first year within a training
programme and would really take up a great deal of work in the second year, but that’s very different 
for somebody who ... has good primary practice who can go out and work straight away.
B But there’s a formal programme for them which a senior adviser responsible for them organises.... One
of the concerns about those posts was being aware of the developments in assessment and another 
concern was getting up to date broadly with the National Curriculum.
C We were concerned that they shouldn’t be disadvantaged when they go back to their schools by not being
aware of changes and additionally by more subtle changes.
Advisers, authority B
Q What sort of training have you had as advisory teachers, either induction or on the job?
A We’ve had a lot of things. We’ve had each year an induction programme which has got better. I think
the one that’s planned for this year is even better.... That’s been a key part of the job. It’s not been about 
curriculum, it’s been about the skills and awarenesses necessary to do the job of an advisory teacher. Then 
we had a programme of INSET built in which (has) ranged from regular curriculum meetings of people 
with specialisms to 3 team meetings which have looked at particular curriculum areas and had specialist 
input where necessary, either from the advisory teachers on the team or from someone else. We had a 
programme of assessment support from... an outside trainer.... All targeted at the roles that we have but 
it’s certainly been very supportive of us in terms of teams.
Advisory teacher, authority C
We do, as a team (of advisory teachers) run INSET for anybody who joins the team and that’s actually 
quite intensive. If we have somebody new coming in, we don’t let them out into schools until we’ve 
worked with them for a period of time because it’s crucial that they’re not going out saying, you know, 
all sorts of things. We do have to be speaking with the same voice a bit.
Advisory teacher, authority D
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L i n e  m a n a g e r s  p l a y e d  a n  i m p o r t a n t  p a r t  i n  t h e  t r a i n i n g  o f  a d v i s o r y  t e a c h e r s  i n  s o m e  
a u t h o r i t i e s :
Q What about informal professional development. I mean to what extent do your line managers help with
your professional development?
A Mine does, certainly. Everything I’ve done she questions me about, ‘What did you learn from that
etc?’every time we settle down.
B Yes. I think you are quite fortunate in that your line manager is also the subject inspector. Many of us
don’t have line managers who know as much about our subject as we do - are most of us in that situation? 
Advisory teachers, authority A
S o m e  a d v i s o r y  t e a c h e r s  f e l t  t h a t  t h e y  n e e d e d  t o  o r g a n i s e  t h e i r  o w n  t r a i n i n g  b e c a u s e  t h i s  
w a s  t h e  b e s t  w a y  t o  g e t  i t :
It’s been for me to identify what I feel I need for my own professional development but I’ve never been 
denied any application to a course or any in-service opportunity.... I feel it’s been entirely up to me. I 
feel it’s been up to me to make the best of any experiences that have been available and the authority’s 
been very supportive.
Advisory teacher, authority C
I hadn’t any experience of primary schools when I started as an advisory teacher and what I did to begin 
with, well I was working with another advisory teacher and we both decided to get... into primary and 
we rang up and said could we come in and observe and get involved and that really helped.
Adviser, authority C
I’m not sure I’ve actually had any professional training as an advisory teacher. It’s evolved through 
experience, working with other colleagues, trying things out, finding ways that aren’t successful, 
observing colleagues that are performing very effectively. That’s how the professional development has 
been ... very much towards the curriculum area.
Advisory teacher, authority C
A u t h o r i t y  D  w a s  a s k i n g  i t s  m e m b e r s  t o  s e t  o u t  a  p e r s o n a l  d e v e l o p m e n t  p l a n  a s  p a r t  o f  
t h e  a p p r a i s a l  p r o c e s s :
There are people, there are very, very caring people in the inspection and advice service who would give 
advice and have given me advice which has pushed me in directions that I may not have considered and 
so I think this PDP (Personal Development Plan) ... will offer that opportunity.
Advisory teacher, authority D
T h e r e  w a s  s o m e  c o n c e r n  a b o u t  t h e  p r o b l e m s  o f  k e e p i n g  u p  w i t h  t h e  m a n y  p a p e r s  w h i c h  
w e r e  c o m i n g  f r o m  t h e  g o v e r n m e n t  a n d  b e i n g  s e n t  d i r e c t l y  t o  s c h o o l s :
Q Are there any aspects of training that you would like?
A would like to have had some training on some of the things which are happening in school, like 
appraisal, like LMS (Local Management of Schools)in a bit more depth. We were given a cursory 
overview of it rather than anything in depth. Those issues have gone now but there are things going on 
in schools that I don’t know about and I will want to go back into school one day.
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B I agree with that. We should be given equal access to new initiatives in school.
C Because the schools actually think we’ve had iL...They say, ‘Of course you knew all about’ - or I’m
picking something off the staffroom table which I ought to know about and don’t.
Advisers, authority B
O n e  a d v i s e r  i n  a u t h o r i t y  A  b r o u g h t  o u t  t h e  p r o b l e m  t h a t  a d v i s e r s  i n  s m a l l  a u t h o r i t i e s  
h a v e  i n  t h a t  t h e y  h a v e  t o  t a k e  r e s p o n s i b i l i t y  f o r  m o r e  t h a n  o n e  s u b j e c t  b u t  h a v e  d i f f i c u l t y  i n  
g e t t i n g  t o  c o u r s e s  i n  a l l  t h e  s u b j e c t s  f o r  w h i c h  t h e y  a r e  r e s p o n s i b l e .
If you have 2 or 3 subjects to look after you can’t attend all the training you would like to in relation to 
those subjects. I suppose I tend to - 1 always go to my own association, my own area, my own training 
area, which I think is the one I least need but I contribute to as well as receive training.
Inspector, authority A
I t  c o u l d  b e  c o n c l u d e d  f r o m  t h i s  e v i d e n c e  t h a t  a  g o o d  d e a l  m o r e  t r a i n i n g  w a s  t a k i n g  p l a c e  
i n  t h e  4  a u t h o r i t i e s  t h a n  t h e  r e p l i e s  t o  t h e  q u e s t i o n n a i r e s  i n d i c a t e d .  A  g o o d  d e a l  o f  t h i s  w a s  
i n f o r m a l  l e a r n i n g  b y  w o r k i n g  w i t h  c o l l e a g u e s .  N e v e r t h e l e s s ,  t h e  o v e r a l l  i m p r e s s i o n  w a s  t h a t  
t h e r e  w a s  a  l a c k  o f  s t r u c t u r e  t o  w h a t  w a s  h a p p e n i n g  a n d  t h e s e  a u t h o r i t i e s ,  p r o b a b l y  b e c a u s e  
o f  t h e  p r e s s u r e  t h e y  w e r e  c u r r e n t l y  w o r k i n g  u n d e r ,  w o u l d  s e e m  t o  n e e d  a  m o r e  s y s t e m a t i c  
a p p r o a c h  w h i c h  b r o u g h t  t o g e t h e r  t h e  f o r m a l  a n d  i n f o r m a l  p r o g r a m m e s  a n d  m a t c h e d  t h e m  t o  
i n d i v i d u a l  n e e d .
S u m m a r y
Findings in relation to the questions asked
1  A d v i s e r ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  i n  t h e s e  4  a u t h o r i t i e s  h a v e  h a d  a  l i m i t e d  
a m o u n t  o f  f o r m a l  t r a i n i n g  b u t  m a n y  h a v e  h a d  s a t i s f a c t o r y  i n f o r m a l  t r a i n i n g  t h r o u g h  
w o r k i n g  w i t h  c o l l e a g u e s  a n d  d i s c u s s i n g  a n d  e v a l u a t i n g  w o r k .
2  T h e  e x p e r i e n c e  o f  a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  i n  t h e s e  4  a u t h o r i t i e s  d o e s  
n o t  c o r r e l a t e  w i t h  t h e  f i g u r e s  f o r  p r o v i s i o n  g i v e n  i n  t h e  n a t i o n a l  s u r v e y  ( D e a n  1 9 9 1 b ) .  
I n  s o m e  c a s e s  t h e r e  i s  m o r e  t r a i n i n g  a n d  i n  o t h e r s  l e s s .
3  T h e  s c o r e s  f o r  t r a i n i n g  d o  n o t  c o r r e l a t e  w i t h  t h o s e  f o r  a d v i c e  a n d  s u p p o r t  o r  t e a c h e r  
d e v e l o p m e n t .
Other findings
1  A  l i m i t e d  n u m b e r  o f  a d v i s e r s ,  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  w a n t e d  a d d i t i o n a l
t r a i n i n g  i n  t h e  a r e a s  l i s t e d .  T h e r e  w e r e  m o r e  a d v i s e r s  w a n t i n g  t r a i n i n g  i n  a u t h o r i t y  C  
t h a n  i n  t h e  o t h e r  a u t h o r i t i e s  a n d  t h i s  l i n k s  w i t h  t h e  f a c t  t h a t  a u t h o r i t y  C  a d v i s e r s  h a d  l o w  
s c o r e s  i n  t h e  q u e s t i o n n a i r e .
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2  A  n u m b e r  o f  r e s p o n d e n t s  w h o  h a d  b e e n  i n  p o s t  s o m e  t i m e  n o t e d  t h a t  t h e y  h a d  n o t  
r e c e i v e d  t r a i n i n g  b u t  t h i n g s  h a d  n o w  c h a n g e d  a n d  a  p r o g r a m m e  w a s  i n  p l a c e .
3  A  g o o d  d e a l  o f  i n f o r m a l  t r a i n i n g  w a s  t a k i n g  p l a c e  i n  a l l  4  a u t h o r i t i e s  a n d  p e o p l e  f o u n d  
t h i s  v e r y  s a t i s f a c t o r y .
4  T h e  c o n s t a n t  c h a n g e s  c o u l d  m a k e  t r a i n i n g  i n a p p r o p r i a t e  v e r y  q u i c k l y .  I t  w a s  d i f f i c u l t  
t o  s e t  u p  p r o g r a m m e s  w h i c h  w e r e  u s e f u l .
5  L i n e  m a n a g e r s  h a d  a n  i m p o r t a n t  d e v e l o p m e n t  r o l e  f o r  a d v i s o r y  t e a c h e r s  b u t  a d v i s o r y  
t e a c h e r s  i n  a  s m a l l  a u t h o r i t y  m a y  n o t  h a v e  t h e  b e n e f i t  o f  a  l i n e  m a n a g e r  w i t h  a  
c o m p a r a b l e  s p e c i a l i s m .
6  A d v i s e r s  a n d  i n s p e c t o r s  i n  s m a l l  a u t h o r i t i e s  w h o  h a v e  t o  b e  r e s p o n s i b l e  f o r  m o r e  t h a n  
t h e i r  o w n  s p e c i a l i s t  s u b j e c t  h a v e  d i f f i c u l t y  i n  d e c i d i n g  w h a t  o u t s i d e  c o u r s e s  t h e y  s h o u l d  
a t t e n d .
7  T h e r e  i s  a  g o o d  d e a l  o f  t r a i n i n g  t a k i n g  p l a c e  i n  t h e  4  a u t h o r i t i e s  b u t  t h e r e  w o u l d  s e e m  
t o  b e  a  n e e d  f o r  i t  t o  b e  m o r e  s t r u c t u r e d  s o  t h a t  i t  i s  a  b e t t e r  m a t c h  f o r  i n d i v i d u a l  n e e d .
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17 CONCLUSIONS
T h e r e  a r e  s i x  m a i n  p i e c e s  o f  r e s e a r c h  w h i c h  c o n c e r n  t h e  l o c a l  a u t h o r i t y  a d v i s o r y  s e r v i c e .  
B o l a m  ( 1 9 7 8 ) ,  W i n k l e y  ( 1 9 8 5 ) ,  S t i l l m a n  a n d  G r a n t  ( 1 9 8 9 ) ,  T h e  A u d i t  C o m m i s s i o n  ( 1 9 8 9 ) ,  
M a y c h e l l  a n d  K e y s  ( 1 9 9 3 )  a n d  N i x o n  a n d  R u d d u c k  ( 1 9 9 3 ) .  O f  t h e s e ,  B o l a m ,  S t i l l m a n  a n d  
G r a n t  a n d  t h e  A u d i t  C o m m i s s i o n  a r e  b a s i c a l l y  s t u d i e s  o f  h o w  a d v i s o r y  s e r v i c e s  w e r e  
o r g a n i s e d  a n d  h o w  t h e y  w o r k e d  a t  t h e  t i m e  t h e  s t u d i e s  w e r e  m a d e .  T h e  p r e s e n t  s t u d y  u p d a t e s  
s o m e  o f  t h e  i n f o r m a t i o n  i n  t h e s e  r e s e a r c h e s ,  m a i n l y  i n  c h a p t e r  5 ,  w h i c h  i s  t h e  s t u d y  o f  w h a t  
i s  h a p p e n i n g  n a t i o n a l l y ,  b u t  a l s o  i n  c h a p t e r  1 2  w h i c h  r e v i e w s  t h e  e x p e r i e n c e  a n d  q u a l i f i c a ­
t i o n s  o f  a d v i s e r s  i n  t h e  p r e s e n t  s t u d y ,  u p d a t i n g  s o m e  o f  t h e  i n f o r m a t i o n  i n  B o l a m ’ s  s t u d y .
W i n k l e y  ( 1 9 8 5 )  s t u d i e d  t h e  m a n a g e m e n t  s t y l e s  o f  4  a u t h o r i t i e s  a n d  t h e  r e s u l t i n g  
e f f e c t i v e n e s s  o f  t h e  a d v i s o r y  t e a m s .  H e  f o u n d  t h a t  t h e  m o s t  e f f e c t i v e  t e a m  a s  f a r  a s  t h e  s c h o o l s  
w e r e  c o n c e r n e d  w a s  o n e  w h i c h  h a d  n o  c h i e f  a d v i s e r ,  l e f t  a d v i s e r s  l a r g e l y  t o  t h e i r  o w n  d e v i c e s  
a n d  v a l u e d  g o o d  r e l a t i o n s h i p  h i g h l y .  B y  c o n t r a s t  t h e  t e a m  w h i c h  h a d  a  c h i e f  i n s p e c t o r  a n d  w a s  
i n  a  s t r o n g  p o s i t i o n  m a n a g e r i a l l y  w i t h i n  t h e  a u t h o r i t y  w a s  l e s s  e f f e c t i v e  i n  t h e  v i e w  o f  s c h o o l s .
T h e  p r e s e n t  f i n d i n g s  a r e  i n  c o n t r a s t  w i t h  W i n k l e y ’ s  f i n d i n g s  i n  t h a t  t h e  m o s t  e f f e c t i v e  
a u t h o r i t y  i n  t h e  v i e w  o f  s c h o o l s  i n  t h i s  s t u d y  w a s  a u t h o r i t y  A  w h i c h  h a d  s t r o n g  l e a d e r s h i p  a n d  
w a s  w e l l  m a n a g e d ,  a l t h o u g h  t h i s  w a s  n o t  n e c e s s a r i l y  t h e  o n l y  r e a s o n  w h y  t h e y  a p p e a r e d  t o  
s c h o o l s  t o  b e  e f f e c t i v e .  T h e y  a l s o  h a d  a  h i g h  r a t i o  o f  a d v i s e r s  t o  s c h o o l s  w h i c h  m a y  h a v e  b e e n  
a n  i m p o r t a n t  f a c t o r .
M a y c h e l l  a n d  K e y s  ( 1 9 9 3 )  a n d  N i x o n  a n d  R u d d u c k  ( 1 9 9 3 )  s t u d i e d  t h e  w a y  i n  w h i c h  
l o c a l  a u t h o r i t i e s  w e r e  s e t t i n g  u p  t h e i r  i n s p e c t i o n  p r o g r a m m e .  M a y c h e l l  a n d K e y s  ( p . 5 9 )  f o u n d  
t h a t  h e a d t e a c h e r s ,  w r i t i n g  o f  l o c a l  a u t h o r i t y  i n s p e c t i o n s ,  a p p r e c i a t e d  ‘ t h e  p o s i t i v e  a t m o s ­
p h e r e  w h i c h  t h e  i n s p e c t i o n  t e a m  h a d  c r e a t e d ,  t h e  o b j e c t i v i t y  a n d  i m p a r t i a l i t y  o f  t h e  t e a m ,  t h e  
o p p o r t u n i t y  t o  e n g a g e  i n  f u t u r e  p l a n n i n g  a n d  t h e  u s e f u l  a d v i c e ,  i n f o r m a t i o n  a n d  i d e a s  g i v e n  
b y  i n s p e c t o r s ’  T h e y  a l s o  f o u n d  t h a t  m o s t  h e a d s  v a l u e d  t h e i r  a d v i s o r y  s e r v i c e  a n d  w e r e  
c o n c e r n e d  t h a t  a d v i s e r s  w e r e  u n a b l e  t o  p r o v i d e  t h e  s e r v i c e  t h e y  w e r e  u s e d  t o .  T h e  n a t i o n a l  
s u r v e y  i n  t h i s  s t u d y  s h o w s  t h a t  t h e  s i t u a t i o n  i s  n o w  w o r s e  t h a n  w h e n  t h e s e  s t u d i e s  w e r e  c a r r i e d  
o u t  a n d  c o n f i r m s  t h e  f a c t  t h a t  h e a d t e a c h e r s  a r e  f i n d i n g  a d v i s o r y  s e r v i c e s  l e s s  a b l e  t o  g i v e  t h e  
s e r v i c e  t h e y  h a d  e n j o y e d  i n  t h e  p a s t .  A u t h o r i t y  A  i n  t h i s  s t u d y  w a s  a n  e x c e p t i o n  t o  t h i s .  
H e a d t e a c h e r s  i n  t h i s  a u t h o r i t y  f e l t  t h a t  t h e  w a y  t h e  a d v i s o r y  s e r v i c e  w a s  n o w  r u n  w a s  r e s u l t i n g  
i n  a  m u c h  m o r e  e f f e c t i v e  s e r v i c e  t h a n  i n  t h e  p a s t .
N i x o n  a n d  R u d d u c k  ( 1 9 9 3 )  f o u n d  t h a t  a t  i t s  b e s t  t h e  l o c a l  a u t h o r i t y  i n s p e c t i o n  s e r v i c e  
w a s  s e n s i t i v e  i n  i t s  g r a s p  o f  l o c a l  f a c t o r s ,  r i g o r o u s  i n  i t s  g a t h e r i n g  a n d  s i f t i n g  o f  e v i d e n c e  a n d  
p u n c t i l i o u s  i n  i t s  r e p o r t i n g  p r o c e d u r e s .
T h e  p r e s e n t  s t u d y  f o u n d  t h a t  m o s t  o f  t h e  s c h o o l s  w h i c h  h a d  b e e n  i n s p e c t e d  b y  l o c a l  
t e a m s  w e r e  h a p p y  w i t h  w h a t  h a p p e n e d  a n d  f e l t  t h a t  t h e y  h a d  g a i n e d  f r o m  t h e  e x p e r i e n c e
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a l t h o u g h  t h e  s c o r e s  f o r  i n s p e c t i o n  r e l a t e d  a c t i v i t i e s  w e r e  i n  t h e  s a t i s f a c t o r y  c l a s s  r a t h e r  t h a n  
t h e  g o o d  c l a s s  e x c e p t  f o r  a u t h o r i t y  A  w h i c h  h a d  a n  a v e r a g e  s c o r e  o f  2 . 6 9 .  T h e  o n e  s c h o o l  
w h e r e  t h e r e  w a s  d i s s a t i s f a c t i o n  w a s  d e l i b e r a t e l y  i n c l u d e d  t o  g i v e  a  c o n t r a s t .  I n  t h i s  r e s p e c t  
t h i s  s t u d y  c o n f i r m s  t h e  f i n d i n g s  o f  M a y c h e l l  a n d  K e y s  a n d  N i x o n  a n d  R u d d u c k .
T h e  e v i d e n c e
T h e  p r e c e d i n g  c h a p t e r s  p r o v i d e  a  g o o d  d e a l  o f  e v i d e n c e  a b o u t  t h e  e f f e c t i v e n e s s  o f  t h e  
a d v i s o r y  s e r v i c e s  i n  t h e  4  a u t h o r i t i e s  s t u d i e d .  T h e  v a l u e  o f  t h i s  d e p e n d s  u p o n  i t s  v a l i d i t y ,  
r e l i a b i l i t y  a n d  t h e  e x t e n t  t o  w h i c h  i t  i s  r e p r e s e n t a t i v e  o f  w o r k  i n  s i m i l a r  a u t h o r i t i e s .
T h e  v a l i d i t y  o f  t h e  q u e s t i o n n a i r e  m a t e r i a l  w a s  d i s c u s s e d  i n  c h a p t e r  4  ( c f  p . 8 1 ) .  T h i s  
a r i s e s  f r o m  t h e  w a y  t h e  q u e s t i o n n a i r e s  w e r e  c o m p i l e d  u s i n g  e x a m p l e s  o f  e f f e c t i v e n e s s  g i v e n  
b y  u s e r s  a n d  m e m b e r s  o f  t h e  s e r v i c e .  I t  w a s  a l s o  e x p l a i n e d  i n  c h a p t e r  3  ( c f .  p . 4 9 )  t h a t  t h e  
q u e s t i o n n a i r e s  h a d  b e e n  c o m p i l e d  s o  t h a t  i t  w o u l d  b e  p o s s i b l e  t o  d o  a  s p l i t - h a l f  t e s t  
( S p e a r m a n - B r o w n )  c o r r e l a t i n g  t h e  s c o r e s  f o r  a l t e r n a t e  q u e s t i o n s  w h i c h  h a d  b e e n  d e s i g n e d  s o  
t h a t  e a c h  p a i r  o f  q u e s t i o n s  w e r e  v e r y  s i m i l a r .  A  1 0 %  s a m p l e  o f  t h e  r e s p o n s e s  f r o m  
h e a d t e a c h e r s  a n d  t e a c h e r s  a n d  a  1 2 . 5 %  s a m p l e  o f  r e s p o n s e s  f r o m  a d v i s e r s  a n d  a d v i s o r y  
t e a c h e r s  w a s  c h o s e n  b y  t a k i n g  e v e r y  t e n t h  r e s p o n s e  i n  t h e  h e a d t e a c h e r s ’  a n d  t e a c h e r s ’  
q u e s t i o n n a i r e s  a n d  e v e r y  e i g h t h  r e s p o n s e  i n  t h e  a d v i s e r s ’  a n d  a d v i s o r y  t e a c h e r s ’  q u e s t i o n ­
n a i r e s .  ( A  l a r g e r  s a m p l e  f r o m  a d v i s e r s  a n d  a d v i s o r y  t e a c h e r s  w a s  c h o s e n  b e c a u s e  t h e  s i z e  o f  
t h e  g r o u p  w a s  s m a l l e r ) .  T h e  r e s u l t  o f  t h i s  c o r r e l a t i o n  w a s  s i g n i f i c a n t  i n  a l l  c a s e s :
H e a d t e a c h e r s ’  q u e s t i o n n a i r e  1  r  =  0 . 6 8 0  S i g n i f i c a n t  a t  2 %  l e v e l
H e a d t e a c h e r s ’  q u e s t i o n n a i r e  l a  r  =  0 . 7 1 9  S i g n i f i c a n t  a t  1 %  l e v e l
H e a d t e a c h e r s ’  q u e s t i o n n a i r e  2  r  =  0 . 6 3 7  S i g n i f i c a n t  a t  5 %  l e v e l
T e a c h e r s ’  q u e s t i o n n a i r e  1  r = 0 . 7 0 6  S i g n i f i c a n t  a t  a  l e v e l  b e t w e e n  1  %  &  2 %
T e a c h e r s ’  q u e s t i o n n a i r e  2  r  =  0 . 5 2 9  S i g n i f i c a n t  a t  a  l e v e l  b e t w e e n  2 %  &  5 %
T e a c h e r s ’  q u e s t i o n n a i r e s  l a  a n d  2 a  r  =  0 . 6 8 2  S i g n i f i c a n t  a t  1 %  l e v e l
A d v i s e r s ’  q u e s t i o n n a i r e s  1  a n d  2  r  =  0 . 8 8 4  S i g n i f i c a n t  a t  1 %  l e v e l
A d v i s o r y  t e a c h e r s ’  q u e s t i o n n a i r e s  1 & 2  r  =  0 . 6 0 9  S i g n i f i c a n t  a t  a  l e v e l  b e t w e e n  2 %  &  5 %  
( T e a c h e r s ’  q u e s t i o n n a i r e s  l a  a n d  2 a  a n d  a d v i s e r s ’  a n d  a d v i s o r y  t e a c h e r s ’  q u e s t i o n n a i r e s  1  
a n d  2  w e r e  p u t  t o g e t h e r  b e c a u s e  o f  t h e  s m a l l  n u m b e r  o f  q u e s t i o n s  i n  e a c h . )
I t  c a n  t h e r e f o r e  b e  c o n c l u d e d  t h a t  t h e  q u e s t i o n n a i r e s  w e r e  r e l i a b l e  a s  w e l l  a s  v a l i d .  
T h e  e v i d e n c e  f r o m  t h e  i n t e r v i e w s  m u s t  b e  v a l i d  s i n c e  i t  i s  t h e  d i r e c t  r e s u l t  o f  t h e  
e x p e r i e n c e  o f  t h o s e  b e i n g  i n t e r v i e w e d .  I t s  r e l i a b i l i t y  d e p e n d s  u p o n  t h e  e x t e n t  t o  w h i c h  t h e  
e v i d e n c e  o f  o n e  g r o u p  c o n f i r m s  t h a t  o f  a n o t h e r .  T h e r e  a r e  a  n u m b e r  o f  f i n d i n g s  w h e r e  t h e r e  
i s  c o n s i d e r a b l e  c o n s e n s u s ,  ( e . g .  f i n d i n g s  o n  c r e d i b i l i t y  c f .  p p .  1 6 6 , 1 7 2 , 1 7 3 , 2 0 0 , 2 0 3 )
T h e r e  r e m a i n s  t h e  q u e s t i o n  o f  h o w  r e p r e s e n t a t i v e  t h e  a u t h o r i t i e s  c h o s e n  a r e  o f  
a u t h o r i t i e s  a s  a  w h o l e .  T h e r e  a r e  s e v e r a l  p i e c e s  o f  f a c t u a l  e v i d e n c e  w h i c h  b e a r  o n  t h i s .
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A u t h o r i t y  A  i s  o n e  o f  1 1  ( 3 4 % )  L o n d o n  b o r o u g h s  w i t h  a  p o p u l a t i o n  u n d e r  2 0 0 , 0 0 0 .  I t  
h a s  a  s c h o o l s  t o  a d v i s e r s  r a t i o  o f  5 . 1  . a n d  i s  f a i r l y  r e p r e s e n t a t i v e  o f  t h e  L o n d o n  b o r o u g h s  w h e r e  
2 2  ( 6 8 % )  h a v e  a  r a t i o  b e t w e e n  4 . 0 0  a n d  7 . 0 0  s c h o o l s  p e r  a d v i s e r .  F i v e  L o n d o n  b o r o u g h s  h a v e  
a  b e t t e r  r a t i o  a n d  2  h a v e  a  w o r s e  r a t i o .  I n f o r m a t i o n  w a s  n o t  a v a i l a b l e  f o r  3  a u t h o r i t i e s .
A u t h o r i t y  B  i s  o n e  o f  2 3  ( 6 4 % )  m e t r o p o l i t a n  b o r o u g h s  w i t h  a  p o p u l a t i o n  b e t w e e n
2 0 0 , 0 0 0  a n d  4 0 0 , 0 0 0 .  I t  h a s  a  s t a f f i n g  r a t i o  o f  8 . 4  w h i c h  m a k e s  i t  o n e  o f  9  ( 2 5 % )  a u t h o r i t i e s  
w i t h  a  r a t i o  o f  b e t w e e n  7 . 0 0  a n d  9 . 0 0  s c h o o l s  p e r  a d v i s e r .  T e n  m e t r o p o l i t a n  b o r o u g h s  h a v e  
a  b e t t e r  r a t i o  a n d  1 1  h a v e  a  w o r s e  r a t i o .  I n f o r m a t i o n  w a s  n o t  a v a i l a b l e  f o r  6  a u t h o r i t i e s .
A u t h o r i t y  C  i s  o n e  o f  5  ( 1 4 % )  c o u n t i e s  w i t h  a  p o p u l a t i o n  b e t w e e n  8 0 0 , 0 0 0  a n d
1 . 0 0 0 . 0 0 0 .  I t  h a s  a  r a t i o  o f  9 . 7  s c h o o l s  p e r  a d v i s e r  a n d  i s  o n e  o f  1 4  ( 3 9 % )  c o u n t i e s  w h i c h  h a v e  
a  r a t i o  o f  b e t w e e n  8  a n d  1 1  s c h o o l s  p e r  a d v i s e r .  T h i r t e e n  c o u n t i e s  h a v e  a  w o r s e  r a t i o  a n d  3  
a  b e t t e r  r a t i o .  I n f o r m a t i o n  w a s  n o t  a v a i l a b l e  f o r  6  a u t h o r i t i e s .
A u t h o r i t y  D  i s  o n e  o f  1 4  ( 1 3 % )  c o u n t i e s  w i t h  a  p o p u l a t i o n  b e t w e e n  4 0 0 , 0 0 0  a n d
6 0 0 . 0 0 0 .  I t  h a s  a  s t a f f i n g  r a t i o  o f  9 . 4  s c h o o l s  p e r  a d v i s e r .  T h i s  m a k e s  i t  o n e  o f  1 4  ( 3 9 % )  
c o u n t i e s  w h i c h  h a v e  a  r a t i o  o f  b e t w e e n  8  a n d  1 1  s c h o o l s  p e r  a d v i s e r .  T h e r e  a r e  1 3  c o u n t i e s  
w i t h  a  w o r s e  r a t i o  a n d  3  w i t h  a  b e t t e r  r a t i o .  I n f o r m a t i o n  w a s  n o t  a v a i l a b l e  f o r  6  c o u n t i e s .
I n  1 9 9 2  w h e n  t h e s e  f i g u r e s  w e r e  t a k e n ,  t h e  L o n d o n  b o r o u g h s  w e r e  b e t t e r  s t a f f e d  t h a n  
t h e  m e t r o p o l i t a n  b o r o u g h s  a n d  b o t h  w e r e  b e t t e r  s t a f f e d  t h a n  t h e  c o u n t i e s .  T h e  c o u n t i e s  w o u l d  
a p p e a r  t o  h a v e  a  g r e a t e r  n e e d  f o r  g o o d  s t a f f i n g  i n  t h a t  a d v i s e r s  s p e n d  m o r e  t i m e  i n  t r a v e l l i n g  
a n d  l a r g e r  t e a m s  r e q u i r e  s o m e  m e m b e r s  t o  s p e n d  t i m e  o r g a n i s i n g  t h e  w o r k  o f  o t h e r s ,  b u t  t h i s  
i s  n o t  t h e  c a s e .  O n e  m i g h t  t h e r e f o r e  e x p e c t  t h a t  a  L o n d o n  b o r o u g h  t e a m  w o u l d  b e  m o r e  
e f f e c t i v e  t h a n  a  m e t r o p o l i t a n  b o r o u g h  t e a m  a n d  b o t h  w o u l d  b e  m o r e  e f f e c t i v e  t h a n  a  c o u n t y  
t e a m .  T h i s  s o r t  o f  p a t t e r n  e m e r g e s  f r o m  t h i s  s t u d y  t h o u g h  t h e r e  m a y  b e  o t h e r  r e a s o n s  f o r  t h i s .
D e a n  ( 1 9 9 1 b ,  p . 7 )  f o u n d  t h a t  ‘ j u s t  o v e r  h a l f  o f  t h e  L E A s  r e s p o n d i n g  t o  t h e  s u r v e y  ( o f  
t h e  o r g a n i s a t i o n  a n d  t r a i n i n g  o f  a d v i s o r y  t e a m s )  n o w  h a v e  a n  a r e a  o r g a n i s a t i o n  i n  w h i c h  
i n d i v i d u a l s  o r  g r o u p s  o f  i n s p e c t o r s / a d v i s e r s  a r e  r e s p o n s i b l e  f o r  g r o u p s  o f  s c h o o l s . ’  T h r e e  o f  
t h e  f o u r  a u t h o r i t i e s  i n  t h i s  s t u d y  h a d  a n  a r e a  o r g a n i s a t i o n .  T h e  s a m e  s u r v e y  f o u n d  t h a t  7 7 %  
o f  a u t h o r i t i e s  h a d  s o m e  p o s t s  w i t h  a  p h a s e  r e s p o n s i b i l i t y .  T h i s  w a s  t h e  c a s e  i n  a l l  4  a u t h o r i t i e s .
T h e  4  a u t h o r i t i e s  c h o s e n  w e r e  a l s o  c h o s e n  a s  r e p r e s e n t a t i v e  o f  d i f f e r e n t  t y p e s  o f  
a u t h o r i t y  -  s h i r e  c o u n t y ,  L o n d o n  b o r o u g h ,  m e t r o p o l i t a n  b o r o u g h  a n d w e r e  v a r i e d  i n  s i z e ,  w e r e  
s i t u a t e d  i n  d i f f e r e n t  p a r t s  o f  t h e  c o u n t r y  a n d  r e p r e s e n t a t e d  d i f f e r e n t  f o r m s  o f  o r g a n i s a t i o n .
I t  w o u l d  s e e m  t h e r e f o r e  t h a t  t h e  a u t h o r i t i e s  c h o s e n  w e r e  i n  m a n y  r e s p e c t s  f a i r l y  
r e p r e s e n t a t i v e  o f  t h e i r  t y p e s  a n d  t h a t  t h e  f i n d i n g s  o f  t h i s  s t u d y  c o u l d  h a v e  w i d e r  i m p l i c a t i o n s .
T h e  f o u r  a u t h o r i t i e s
The findings
T h e  g r a p h s  a n d  t h e  t a b l e s  w h i c h  f o l l o w  o n  s h o w  h o w  t h e  4  a u t h o r i t i e s  h a v e  d o n e  i n  e a c h  o f  
t h e  s e t s  o f  c r i t e r i a .
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T h e  f o l d  o u t  t a b l e  o n  p a g e  3 6 5  s u m m a r i s e s  a l l  t h e  a v e r a g e  s c o r e s  a n d  s h o u l d  b e  r e a d  i n  
c o n j u n c t i o n  w i t h  t h e  i n f o r m a t i o n  o n  t h i s  p a g e .  I t  s h o w s  c l e a r l y  t h a t  a u t h o r i t y  A  h a s  d o n e  
b e t t e r  o n  m o s t  a v e r a g e  s c o r e s  c o n c e r n i n g  i t s  i n s p e c t o r s ,  w i t h  t h e  b e s t  s c o r e  f o r  e v e r y  s e t  o f  
c r i t e r i a  f r o m  h e a d t e a c h e r s ,  t h e  b e s t  s c o r e  f o r  c l i m a t e  a n d  o r g a n i s a t i o n  f r o m  i n s p e c t o r s  b u t  n o t  
f o r  t r a i n i n g ,  a n d  t h e  b e s t  s c o r e s  f o r  4  o u t  o f  t h e  s i x  i t e m s  f r o m  t e a c h e r s .  T e n  o f  t h e  f i f t e e n  
s c o r e s  a r e  g o o d  a n d  o n l y  o n e  i s  p o o r .
A u t h o r i t y  A  d o e s  l e s s  w e l l  w h e r e  a d v i s o r y  t e a c h e r s  a r e  c o n c e r n e d  w i t h  t h e  h i g h e s t  s c o r e  
f o r  n o n e  o f  t h e  i t e m s  a n d  t h e  l o w e s t  s c o r e  f o r  o n e  b u t  8  o f  t h e  1 5  s c o r e s  a r e  i n  t h e  g o o d  c a t e g o r y  
a n d  o n l y  t r a i n i n g  h a s  a  p o o r  s c o r e .  C l i m a t e  h a s  a  p a r t i c u l a r l y  g o o d  s c o r e  o f  2 . 8 0 .
A u t h o r i t y  B  h a s  t h e  h i g h e s t  s c o r e  f o r  2  i t e m s  f o r  i t s  a d v i s e r s  -  t r a i n i n g  i n  t h e  v i e w  o f  
a d v i s e r s  a n d  p h i l o s o p h y  i n  t h e  v i e w  o f  t e a c h e r s .  I t  h a s  t h e  l o w e s t  s c o r e  f o r  4  i t e m s .  S i x  o f  t h e  
1 5  s c o r e s  a r e  g o o d  a n d  2  a r e  p o o r .  H o w e v e r ,  i t  d o e s  b e t t e r  t h a n  t h e  o t h e r  a u t h o r i t i e s  w h e r e  
a d v i s o r y  t e a c h e r s  a r e  c o n c e r n e d  w i t h  t h e  h i g h e s t  s c o r e  f o r  e v e r y  i t e m  i n  t h e  1 5  e x c e p t  o n e ,  
t h a t  o f  t r a i n i n g .  I t  h a s  a l r e a d y  b e e n  e x p l a i n e d  t h a t  t h e  s c o r e s  f r o m  a d v i s o r y  t e a c h e r s  
t h e m s e l v e s ,  t h a t  i s  t h o s e  f o r  c l i m a t e ,  o r g a n i s a t i o n  a n d  t r a i n i n g ,  a r e  t o  b e  d o u b t e d  b e c a u s e  o f
t
t h e  v e r y  s m a l l  s i z e  o f  t h e  s a m p l e  ( c f . p . 8 0 ) .  H o w e v e r ,  t h e  s c o r e s  f r o m  h e a d t e a c h e r s  a n d  
t e a c h e r s  r e m a i n  v e r y  g o o d  a n d  1 0  o f  1 5  s c o r e s  a r e  i n  t h e  g o o d  c a t e g o r y .  O n e ,  t h a t  f o r  t r a i n i n g ,  
i s  i n  t h e  p o o r  c a t e g o r y .
A u t h o r i t y  C  h a s  t h e  h i g h e s t  s c o r e  f o r  o n l y  o n e  i t e m  -  r e l a t i o n s h i p s  i n  t h e  v i e w s  o f  
t e a c h e r s  a n d  t h e  l o w e s t  s c o r e  f o r  4  i t e m s .  S i x  o f  t h e  1 5  s c o r e s  c o n c e r n i n g  a d v i s e r s  a r e  i n  t h e  
g o o d  c a t e g o r y  a n d  3  a r e  i n  t h e  p o o r  c a t e g o r y .  T h e  s c o r e s  f o r  a d v i s o r y  t e a c h e r s  h a v e  n o n e  o f  
t h e  h i g h e s t  s c o r e s  a n d  5  o f  t h e  l o w e s t ,  w i t h  4  i n  t h e  g o o d  c a t e g o r y  a n d  1  i n  t h e  p o o r  c a t e g o r y
A u t h o r i t y  D ’ s  a d v i s e r s  h a v e  n o n e  o f  t h e  h i g h e s t  s c o r e s  a n d  2  o f  t h e  l o w e s t  f o r  a d v i s e r s .  
T w o  s c o r e s  a r e  i n  t h e  g o o d  c a t e g o r y  a n d  o n e  s c o r e  i s  i n  t h e  p o o r  c a t e g o r y .  I n s p e c t o r s  i n  
a u t h o r i t y  D  a l s o  h a v e  n o n e  o f  t h e  h i g h e s t  s c o r e s  a n d 5  o f  t h e  l o w e s t .  T w o  s c o r e s  a r e  i n  t h e  
g o o d  c a t e g o r y  a n d  . o n e  i s  i n  t h e  p o o r  c a t e g o r y .  A l l  b u t  o n e  o f  t h e i r  s c o r e s  a r e  l o w e r  t h a n  t h o s e  
f o r  a d v i s e r s .
T h e  s c o r e s  o f  a u t h o r i t y  D  f o r  a d v i s o r y  t e a c h e r s  i n c l u d e  t h e  h i g h e s t  s c o r e  f o r  t r a i n i n g  
b u t  7  o f  t h e  l o w e s t  s c o r e s .  H o w e v e r ,  7  o f  t h e i r  s c o r e s  a r e  g o o d  a n d  n o n e  i s  p o o r .
O v e r a l l  a u t h o r i t y  A  d o e s  b e s t  o n  t h e  s c o r e s  f o r  a d v i s e r s  a n d  q u i t e  w e l l  o n  t h e  s c o r e s  f o r  
a d v i s o r y  t e a c h e r s .  A u t h o r i t y  B  d o e s  b e s t  o n  t h e  s c o r e s  f o r  a d v i s o r y  t e a c h e r s  b u t  r a t h e r  l e s s  
w e l l  f o r  a d v i s e r s  w h e r e  i t s  s c o r e s  a r e  c o m p a r a b l e  f o r  t h o s e  o f  a u t h o r i t i e s  C  a n d  D .
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T h i s  p o s e s  t h e  i n t e r e s t i n g  q u e s t i o n  o f  w h y  a u t h o r i t y  A  d o e s  b e t t e r  t h a n  t h e  o t h e r  
a u t h o r i t i e s  a n d  w h y  a u t h o r i t y  B  d o e s  b e t t e r  f o r  a d v i s o r y  t e a c h e r s .  T h e  m o s t  o b v i o u s  
d i f f e r e n c e  f o r  a u t h o r i t y  A  w h i c h  h a s  a l r e a d y  b e e n  m e n t i o n e d  ( c f . p . 1 0 5 )  i s  t h e  h i g h  r a t i o  o f  
a d v i s o r y  s t a f f  t o  s c h o o l s .  T h e  r a t i o  o f  i n s p e c t o r s  t o  s c h o o l s  i s  5 . 1  p e r  s c h o o l .  I f  a d v i s o r y  
t e a c h e r s  a r e  a d d e d  t o  t h e  n u m b e r ,  t h e  r a t i o  i s  1 . 8 .  T h i s  c o m p a r e s  w i t h  a  r a t i o  o f  8 . 4  a d v i s e r s  
p e r  s c h o o l  i n  a u t h o r i t y  B ,  9 . 7  p e r  s c h o o l  i n  a u t h o r i t y  C  a n d  9 . 4  i n  a u t h o r i t y  D .  T h i s  m a k e s  i t  
p o s s i b l e  f o r  i n s p e c t o r s  a n d  a d v i s o r y  t e a c h e r s  i n  a u t h o r i t y  A  t o  s p e n d  m o r e  t i m e  i n  i n d i v i d u a l  
s c h o o l s .
T h e r e  a r e  a l s o  o t h e r  d i f f e r e n c e s ,  h o w e v e r .  A u t h o r i t y  A  h a s  e x c e p t i o n a l l y  h i g h  s c o r e s  
f r o m  i n s p e c t o r s  o n  c l i m a t e  a n d  o r g a n i s a t i o n .  -  a v e r a g e s  o f  2 . 9 2  a n d  2 . 8 6  r e s p e c t i v e l y .  T h e s e  
a r e  h i g h e r  t h a n  t h o s e  o f  o t h e r  a u t h o r i t i e s  i n  b o t h  c a s e s ,  b u t  i n  t h e  c a s e  o f  o r g a n i s a t i o n  t h e  s c o r e  
i s  c o n s i d e r a b l y  h i g h e r .  C o m p a r a b l e  s c o r e s  f r o m  t h e  o t h e r  a u t h o r i t i e s  a r e  2 . 3 9  -  a u t h o r i t y  B ,  
1 . 9 7  -  a u t h o r i t y  C ,  2 . 4 7  f o r  a u t h o r i t y  D ’ s  a d v i s e r s  a n d  2 . 2 8  f o r  t h e i r  i n s p e c t o r s .  I t  w a s  a l s o  
e v i d e n t  f r o m  t h e  q u e s t i o n n a i r e s  t h a t  a l l  t h e  i n s p e c t o r s  w e r e  i n v o l v e d  i n  p l a n n i n g ,  s o m e t h i n g  
t h a t  w a s  p o s s i b l e  b e c a u s e  t h e y  w e r e  a  s m a l l  t e a m .
C o m m e n t s  f r o m  h e a d t e a c h e r s  i n  d i s c u s s i o n  s u g g e s t  t h a t  t h i s  a u t h o r i t y  i s  p a r t i c u l a r l y  
w e l l  l e d  a n d  w e l l  o r g a n i s e d :
‘There’s been areal change in the way the inspectorate has operated in the last few years. There is a sense
of work being managed and they have objectives and know where they are going.
Secondary school headteacher, authority A
T h e r e  w a s  a l s o  e v i d e n c e  o f  g o o d  l e a d e r s h i p  a n d  o r g a n i s a t i o n  i n  a u t h o r i t y  A  f r o m  t h e  
d o c u m e n t a t i o n  p r o v i d e d  w h i c h  i n c l u d e d  p l a n n i n g  d o c u m e n t s  t o  w h i c h  e v e r y o n e  h a d  c o n t r i b ­
u t e d  a n d  f r o m  t h e  c o m m e n t s  m a d e  b y  h e a d t e a c h e r s  a n d  t e a c h e r s  ( c f  p p . 3 2 0 ) .  I t  c o u l d  
t h e r e f o r e  b e  a r g u e d  t h a t  a  h i g h  s t a f f i n g  r a t i o  o f  a d v i s e r s  t o  s c h o o l s  p l u s  g o o d  l e a d e r s h i p  a r e  
i m p o r t a n t  e l e m e n t s  i n  t h e  e f f e c t i v e n e s s  o f  a n  a d v i s o r y  s e r v i c e .  O n  t h e  o t h e r  h a n d ,  c l i m a t e  a n d  
o r g a n i s a t i o n  d o  n o t  c o r r e l a t e  w i t h  a d v i c e  a n d  s u p p o r t  a n d  i n - s e r v i c e  e d u c a t i o n .
I t  i s  r a t h e r  m o r e  d i f f i c u l t  t o  k n o w  w h y  t h e  a d v i s o r y  t e a c h e r s  o f  a u t h o r i t y  B  s c o r e d  s o  
w e l l .  T h e  r a t i o  o f  a d v i s o r y  t e a c h e r s  t o  s c h o o l s  ( 8 . 8  p e r  s c h o o l )  i s  o n l y  m a r g i n a l l y  b e t t e r  t h a n  
t h a t  o f  a u t h o r i t y  C  ( 8 . 9  p e r  s c h o o l )  a n d  l e s s  g o o d  t h a n  t h o s e  o f  a u t h o r i t i e s  A  ( 2 . 7  p e r  s c h o o l )  
a n d  D . ( 6 . 1  p e r  s c h o o l ) .  I t  w a s  i n t e r e s t i n g  t o  n o t e  t h a t  w h i l e  t h e  q u e s t i o n n a i r e s  f r o m  a u t h o r i t y  
B  i n c l u d e d  a  n u m b e r  o f  c o m m e n t s  w h i c h  w e r e  c r i t i c a l  o f  a d v i s e r s ,  t h o s e  a b o u t  a d v i s o r y  
t e a c h e r s  w e r e  a l l  p o s i t i v e .  T h e r e  w a s  s o m e  e v i d e n c e  f r o m  d i s c u s s i o n  w i t h  t h e  c h i e f  a d v i s e r  
a n d  a d v i s e r s  t h a t  t h e  a d v i s o r y  t e a c h e r s  w e r e  m o r e  d i r e c t e d  t h a n  i n  s o m e  o t h e r  a u t h o r i t i e s .  T h e  
c h i e f  a d v i s e r  d e s c r i b e d  t h e  w a y  t h e i r  w o r k  w a s  p l a n n e d  a s  f o l l o w s :
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We identify as an advisory team once a term at one of our meetings - we have a whole list of our schools 
and we have a history of which schools have had advisory teachers over the last 5 years. Specialist 
colleagues are thepeople to whom they are responsible and the primary or the specialist adviser will make 
a suggestion as to where the curriculum development teacher should be working next term. We work on 
half term modules in order to get through enough work and yet to have enough spread.
Chief adviser, authority B
T h e  c h i e f  a d v i s e r  a l s o  p o i n t e d  o u t  t h a t  t h e y  a l w a y s  a p p o i n t e d  f r o m  w i t h i n  t h e  a u t h o r i t y  
a n d  w e r e  c a r e f u l  t o  s e l e c t  p e o p l e  w h o  h a d  e s t a b l i s h e d  t h e m s e l v e s  a s  a b l e  t o  l e a d  o t h e r  
t e a c h e r s .
I n  a  s i m i l a r  w a y  t o  a u t h o r i t y  A ’ s  i n s p e c t o r s ,  a u t h o r i t y  B ’ s  a d v i s o r y  t e a c h e r s  g a v e  h i g h  
s c o r e s  f o r  c l i m a t e  a n d  o r g a n i s a t i o n  ( 3 . 0 0  a n d  2 . 8 9  r e s p e c t i v e l y ) .  H o w e v e r ,  i t  m u s t  b e  
r e m e m b e r e d  t h a t  o n l y  4  a d v i s o r y  t e a c h e r s  r e p l i e d  t o  t h e  q u e s t i o n n a i r e  w h e r e a s  8 9 %  o f  
a u t h o r i t y  A ’ s  a d v i s o r y  t e a c h e r s  r e p l i e d .
T h e  c o n c l u s i o n  w h i c h  c o u l d  b e  d r a w n  w o u l d  s e e m  t o  b e  t h a t  t h e  a d v i s o r y  t e a c h e r  
s e r v i c e  w a s  m o s t  e f f e c t i v e  w h e n  m u c h  c a r e  w a s  t a k e n  o v e r  a p p o i n t m e n t s  a n d  w h e n  i t  w a s  
t i g h t l y  p r o g r a m m e d .
A  f u r t h e r  q u e s t i o n  w h i c h  a r i s e s  i n  c o n s i d e r i n g  t h e  r e s u l t s  f r o m  t h e s e  4  a u t h o r i t i e s  w a s  
w h e t h e r  a n y  p a r t i c u l a r  f o r m  o f  o r g a n i s a t i o n  i s  m o r e  e f f e c t i v e  t h a n  a n y  o t h e r .  A u t h o r i t y  C  h a d  
a  d i v i s i o n  b e t w e e n  g e n e r a l  a n d  s p e c i a l i s t  a d v i s e r s  ( c f .  p p . 3 2 3 , 3 2 4 )  a n d  a u t h o r i t y  D  a  d i v i s i o n  
b e t w e e n  a d v i s e r s  a n d  i n s p e c t o r s  ( c f .  p p .  1 7 5 , 1 7 6 , 2 8 7 , 3 0 0 , 3 0 7 ) .  T h e  e v i d e n c e  f r o m
d i s c u s s i o n  i n  b o t h  c a s e s  w a s  t h a t  b o t h  t h e s e  f o r m s  o f  o r g a n i s a t i o n  h a d  d i s a d v a n t a g e s  a n d  w e r e  
n o t  p o p u l a r  w i t h  a d v i s e r s ,  a l t h o u g h  s u b j e c t  s p e c i a l i s m  w a s  p o p u l a r  w i t h  t e a c h e r s  a n d  
h e a d t e a c h e r s .
O n e  a d v i s e r  i n  a u t h o r i t y  C  w h i c h  s e p a r a t e d  s p e c i a l i s t  a n d  g e n e r a l  a d v i s e r s  b u t  w e r e  
m o v i n g  a w a y  f r o m  t h i s  f o r m  o f  o r g a n i s a t i o n ,  d e s c r i b e d  t h e  p r o b l e m  t h a t  f a c e d  L E A s  i n  
p r o v i d i n g  b o t h  g e n e r a l  a n d  s p e c i a l i s t  a d v i c e :
I guess most authorities have gone down the line of the general adviser with a specialism attached to them 
and I can’t see any other way round that. But it does create lots of problems in terms of the adequacy of 
support that can be given. They’re two separate responsibilities and when you’re talking about selling 
services you’ve got a real tension there.
Specialist adviser, authority C
H e a d t e a c h e r s  a l s o  f e l t  t h a t  t h e  p r o v i s i o n  o f  s p e c i a l i s t  a d v i c e  w a s  a  p r o b l e m .
At a time when we’ve become very subject orientated, we’ve lost the expertise of the advisory service, 
because they ... have had to become general advisers.
Primary school headteacher, authority C
A u t h o r i t y  D  s e p a r a t e d  i n s p e c t i o n  a n d  a d v i c e .  T h i s  w a s  l i k e d  b y  v e r y  f e w  p e o p l e .  
A d v i s e r s  d i d  n o t  f e e l  i t  t o  b e  a  g o o d  i d e a :
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I can’t see how you can separate inspection from advice. I think they go hand in hand and you know, to 
make an artificial division between them when you’re inspecting a school and when you’re offering 
advice to a school is not very helpful.
Adviser, authority D
I n s p e c t o r s  f e l t  t h a t  i t  l e d  t o  c o n f u s i o n :
I think there’s a great deal of confusion in schools about the difference in roles and people find it difficult 
to distinguish between an adviser and inspector even when an inspector has arrived for the job a good 
time after the division took place.
Inspector, authority D
H e a d t e a c h e r s  d i s a g r e e d  w i t h  t h e  d i v i s i o n :
I disagree with the separation (of inspection and advice). I think in the long term anyway the new 
arrangements for the inspection... to have a group of people registered, who actually spend all the time 
inspecting and they inspect a quarter of the schools in (the county) every year to get the 4 year cycle out, 
then I’m unhappy in the long term about their perceptions that they actually have in terms of the county 
as a whole (and) strategic movement nationally. I think schools have benefited more from advice than 
inspection. I mean the sort of big bang inspection that we’ve had in (this county) as in other midland 
authorities hasn’t actually produced the results that advice to a particular curriculum area would have 
produced.
Secondary school headteacher, authority D
I f  a n  o r g a n i s a t i o n  w i t h  a  d i v i s i o n  b e t w e e n  i n s p e c t i o n  a n d  a d v i c e  h a d  b e e n  m o r e  
s u c c e s s f u l  t h a n  o n e  w h e r e  a d v i s e r s  a r e  i n v o l v e d  i n  b o t h  a c t i v i t i e s ,  a u t h o r i t y  D  m i g h t  h a v e  
b e e n  e x p e c t e d  t o  p e r f o r m  p a r t i c u l a r l y  w e l l  i n  t h e  s e p a r a t e  a c t i v i t i e s  o f  a d v i c e  a n d  i n s p e c t i o n .  
I n  t h e  e v e n t  t h i s  w a s  n o t  t h e  c a s e .  T h e  a v e r a g e  s c o r e  f o r  h e a d t e a c h e r s ’  v i e w s  o f  i n s p e c t i o n  
i n  a u t h o r i t y  D  w a s  2 . 2 6  a n d  f o r  t e a c h e r s ’  v i e w s  2 . 0 7 .  T h e  a v e r a g e  s c o r e  f o r  h e a d t e a c h e r s *  
v i e w s  o f  a d v i c e  a n d  s u p p o r t  w a s  2 . 0 8  a n d  t h a t  f o r  t e a c h e r s  2 . 0 4 .  A u t h o r i t y  D  a l s o  d i d  
c o m p a r a t i v e l y  b a d l y  o n  t h e  i t e m  o n  f o l l o w  u p  t o  i n s p e c t i o n ,  w i t h  a  s c o r e  o f  1 . 6 7  w h i c h  
s u g g e s t s  t h a t  t h i s  b e c o m e s  a  p r o b l e m  w h e n  t h e  t w o  a c t i v i t i e s  a r e  s e p a r a t e d .  T h i s  f i n d i n g  i s  
s o m e w h a t  d i s t u r b i n g  i n  t h e  l i g h t  o f  t h e  p r o p o s a l s  f o r  i n s p e c t i o n  i n  t h e  f u t u r e .
A  f u r t h e r  f i n d i n g  f r o m  d i s c u s s i o n  a b o u t  o r g a n i s a t i o n  w a s  t h a t  t h e  g e n e r a l  a d v i s e r  r o l e  
w a s  v a l u a b l e  o n c e  i t  w a s  e s t a b l i s h e d .  I n  a u t h o r i t y  A  w h e r e  t h e  r o l e  w a s  w e l l  w o r k e d  o u t  
h e a d t e a c h e r s  m a d e  c o m m e n t s  s u c h  a s  t h e  f o l l o w i n g :
My attached inspector proved invaluable during my initial induction to headship, due to the pastoral 
commitment, professionalism and counselling I have received. If the role was dramatically altered to one 
of purely inspectorial, then I would find it positively threatening and unsupportive.
Primary school headteacher, authority A
I n  a u t h o r i t y  C  w h e r e  t h e  r o l e  w a s  r e c e n t l y  e s t a b l i s h e d  t h e r e  w a s  l e s s  e n t h u s i a s m .  T h e r e  
w e r e  s o m e  h e a d t e a c h e r s  w h o  f o u n d  t h e  r o l e  h e l p f u l  b u t  a l s o  h e a d t e a c h e r s  w h o  f e l t  t h e  c h a n g e  
w a s  a  m i s t a k e ,  ( c f .  p p .  3 2 2 , 3 2 3 )
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There was also a certain amount of difference of opinion about area teams. Authority 
C in particular had established them fairly recently and it had taken time for them to settle 
down and become teams. However one newcomer was enthusiastic about the support the area 
team had offered:
As a newcomer I found the structures very helpful and initially being a member of a smaller team within 
one of the areas was particularly useful in terms of the initial induction process and having a network 
of people that I could quickly associate with and actually allow myself to get functional. I also found that 
the sort of procedures within the area team were quite clearly laid out for a newcomer. It was very 
apparent who your line manager was and what were the procedures you went through in the majority of 
cases to get things done.
Adviser, authority C
There was also some concern about consistency as between area teams (cf. p.324) but 
overall they and other small teams seemed to have a good deal to offer, particularly in 
supporting people. Membership of a small team allowed everyone to be involved in planning 
and evaluation and this appeared to them to make their work more effective.
The 4 authorities and the aims of advisory work
Chapter 1 set out a set of aims of advisory work. It is now possible to consider how well the 
4 authorities met them:
1 To monitor, evaluate and report upon the quality of educational provision and the 
standards of learning and the implementation of local and national policy objectives. 
All 4 authorities were doing this with varying degrees of success. Only authority A, in 
the views of headteachers, achieved a good average score for inspection and all the 
other scores were in the satisfactory category except for teachers’ views of authority B 
where the average score was poor.
2 To provide the LEA with the information and advice needed to shape policy.
This was not part of this study.
3 To provide a coordinated programme of advice and support for all schools and other 
institutions, particularly in the implementation of the National Curriculum and in the 
management of resources.
None of the 4 authorities achieved an average score in the good category for advice and 
support and authority C had a poor score. However, authority A  had a good score from 
headteachers and teachers for advisers and from teachers for advisory teachers for 
‘Supporting work in developing the National Curriculum.’
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4 To promote the professional development of all staff.
All 4 authorities were providing professional development opportunities although the 
pressure on inspection was tending to make this a responsibility for advisory teachers 
rather than advisers. All the average scores were in the satisfactory category except that 
Authority A  had a good score from headteachers for advisers and from teachers for 
advisory teachers. Authority B had good scores for advisory teachers from both 
headteachers and teachers.
5 To promote curriculum development, particularly in those areas not covered by the
National Curriculum.
This was not investigated specifically but in authority A  there were advisory teachers 
with responsibility for business studies, school industry links, health education and 
outdoor pursuits. In authority B there was an advisory teacher for health education. 
Authority C had advisory teachers for industry links and environmental education and 
authority D had advisory teachers for outdoor education, industry and education and 
personal, social and health education. It could therefore be argued that there was some 
promotion of areas not covered by the National Curriculum.
6 To offer advice and guidance on teaching appointments.
All 4 authorities provided this to some degree. Authority B tried to provide advice for 
as many appointments as possible, while the other authorities tended to keep advice for 
headships and the more senior posts.
7 To provide support and advice for the appraisal schemes of schools and colleges. 
Authorities A  and D  had good scores for the item on appraisal in the headteachers’ 
questionnaire and authorities B and C had satisfactory scores.
8 To develop the work of the service and the individuals within it.
Development at the present time is being dictated by government policies with which 
all 4 authorities were coming to terms. In addition to substantial teacher development 
programmes in all 4 authorities, they all had some provision for training of advisers and 
advisory teachers but the investigation of this tended to give misleading results because 
this training tended to be of recent origin and advisers and advisory teachers who had 
been in post for some time had had on-the-job training only, though they felt that this 
was very valuable. All but advisory teachers in authority D had poor results from the 
questionnaire on training. It was clear that a good deal of training was actually taking
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place in an informal way in all 4 authorities but it tended to be unsystematic.
It could therefore be concluded that all 4 authorities were meeting these aims to a certain 
extent but that there was room for improvement.
The research questions
This study set out to find the answers to a list of questions (cf. pp 73,74). The following 
answers were found:
1 What is effective advisory work?
This is discussed in detail in chapter 3. It was also discussed with groups of headteach­
ers, advisers and advisory teachers and there are a number of quotations in other 
chapters about aspects of effectiveness. The following quotations are also relevant 
Several people saw advisory work as having an involvement with problem 
solving:
I think there’s an element... of winning respect by recognising the problem, not necessarily solving 
it butrecognising it being prepared to debate it, talk it through, look for issues surrounding it that might 
be influential and to be able to come back at a future time and talk about progress.
Inspector, authority A
The first thing they do is listen and they listen positively. It’s active listening or should be. The 
effectiveness is not that they go in with a solution for every issue that’s being faced. The effectiveness 
as far as I am concerned is how do they enable an institution, a department or an individual to go 
forward, to develop, to take whatever, it is that they’re looking at, that step further. And in doing so 
effectiveness comes from helping people to solve their own problems if it’s a problem or helping people 
to actually go forward, feeling that most of it is coming from themselves. I mean to me that is what one 
wants ideally to have an effective service.
Principal adviser, authority D
There was a concern with performance indicators:
There are other indicators about effectiveness that I would use in terms of both quantitative and 
qualitative ones. The quantitative things about the effectiveness would be how much demands people 
are in. Do I see them around, never out in schools and we do look at things like that. What do people 
say back in evaluation reports? How do they measure up when we go in and inspect schools? Is it true 
that those schools which have been working most closely with support teams, say in mathematics, are 
more likely to come out in the inspection, for example, as better than those schools that haven’t (had 
this opportunity). Do they make a difference?
Principal adviser, authority D
H.G. Wells said, 'I judge a man by what he leaves after him to grow.’ Something I often think about is 
that if I was to leave at the end of this term and the work I am doing ceased, what would continue. What 
have I planted that will continue to grow?
Advisory teacher, authority A
371
At the end of the day,... one’s effectiveness is what the children are achieving.
Advisory teachers, authority A
People who’ll see things through once they agreed (a way forward) or taken it on board and deliver then 
what they say they’re going to deliver.
Secondary school headteacher, authority D
There was a concern with the sort of person an effective adviser might be:
The effective adviser is one who knows the school and in whom you can have confidence that he or 
she knows what he or she is talking about. They should listen before advising. They should know staff. 
The work must be long term, built up over time. Confidence is important. Knowing in curriculum areas 
is less important The head is concerned with people about people moving from advisory jobs. She feels 
they need an adviser as an anchor man.
Notes from record of discussion with infant school headteacher, authority C
Somebody who’s sympathetic, communicates well, professional expertise, both particular and on the 
broader front and somebody who can listen.
Secondary school headteacher, authority D
2 What is the current situation of advisory teams in local authorities?
This is described in detail in chapter 5. There will be a cut of 18% in the number of 
advisers by September 1993 and a cut of 38% in the numbers of advisory teachers. The 
vast majority of authorities hoped to continue to provide support for schools as well as 
tendering for OFSTED (Office for Standards in Education) inspections. The majority 
of services would still be free to schools but some authorities were devolving the money 
to schools to buy back the services they felt they needed.
3 What are the priorities of headteachers and teachers for work by the advisory service ? 
These are described in detail in chapter 7. Headteachers give high priority to all aspects 
of inspection, including ‘Helping the school to follow up the findings of inspection’ and 
to ‘Supporting work in developing the National Curriculum’. They give low ratings to 
advice on appointments, help in making the school development plan, providing 
reports on the work of teachers, advising on equipment and resources and on the design 
of new buildings.
Teachers give their highest rating to ‘Making constructive comments’ but also 
rate very highly all aspects of in-service work. ‘Supporting work in developing the 
National Curriculum’ is also highly rated. They give low ratings to ‘Observing teachers 
at workin the classroom’, ‘Helping teachers to plan their work’, ‘Monitoring standards 
of learning and teaching’ and ‘Challenging situations’.
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4 How do these compare with headteachers’ and teachers’ views of what is being 
offered?
This comparison is set out in graphic form in chapter 7 (cf. pp. 116-119,112,113,132- 
135,138-141). Headteachers rate authority A ’s inspectors at a level which compares 
well with headteachers* priorities with 19 scores at the same level as the priorities or 
above but this is not the case for the other authorities. Authority B has 4 items which 
are the same or above the level of the priority statements. Authority C has 10 and 
authority D has 5. Headteachers rate all the authorities at a rather similar level for 
advisory teachers with authority A  having one score above the priority level, authority 
B, 2 scores, authority C, 3 scores and authority D one score.
Where teachers’ views of advisers are concerned authority A  has 5 scores which 
are the same or above the priority ratings, authority B has 2, authority C has 2 and 
authority D has 2.
Where teachers’ views of advisory teachers are concerned, authority A  has 2 
scores at the same level or above the priority ratings, authority B has 4 such scores, 
authority C has 2 and authority D has 2.
Overall, with the exception of headteachers’ views of authority A, the service 
these 4 authorities offer does not match up well to the priorities of their headteachers 
and teachers.
5 How do headteachers and teachers regard the inspections being conducted by local 
authority advisory teams?
This is explored in detail in chapter 8. Authority A  is rated highly by headteachers and 
has good scores for all items. Authority C has good scores for 4 items and a poor score 
for one item. Authority D has one good score and one poor score and authority B has 
satisfactory scores throughout.
Where teachers ’ views are concerned there were no good scores. Authority A  has 
satisfactory scores throughout. Authority B has 6 poor scores, authority C, one and 
authority D, 4.
Authority A  might be regarded as doing well. The other authorities achieve a 
reasonable level with headteachers but not with teachers. This is perhaps not surprising 
given the evidence (cf. pp. 166,167) that teachers find inspection very threatening. All 
4 authorities have well worked out inspection schedules and appear to make good 
preparation for inspection. All 4 involve the schools in identifying some of the things 
they want the inspectors to look at so none of these matters make the difference between
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authority A  and the rest. Authority A  appears to have a much clearer pattern of follow 
up to inspections than the other authorities and this may make a difference. The other 
possibility is that the small size of authority A  and the good ratio of inspectors to schools 
may mean that the inspectors are better known in the schools and therefore less 
threatening than in the larger authorities where they may be less well known. A  further 
relevant point was made by an inspector in discussion:
I think it’s inevitable that in-service will have to have changed and perhaps people’s attitudes as well 
because of the relevance of the in-service. Sometimes it’s linked with outcomes from inspection and 
that’s a relevant and significant link.
Inspector, authority A
6 How do headteachers and teachers regard the advice and help offered to them by local
authority advisory teams?
This is discussed in detail in chapter 9. Headteachers give authority A ’s inspectors 3 
good scores and no poor scores. Authority B has one good score and 6 poor scores. 
Authority C has one good score and 3 poor scores and authority D has I good score 
and 7 poor scores.
Where headteachers’ views of advisory teachers were concerned, authority A  has 
no good scores and one poor score; authority B has one good score and one poor score 
and authorities C and D have each no good scores and 2 poor scores.
Teachers’ views of advisers give authority A  one good score and 4 poor scores; 
authority B no good scores and 5 poor scores; authority C no good scores and 8 poor 
scores and authority D no good scores and 4 poor scores.
Teachers views of advisory teachers are rather better than their views of advisers. 
Authority A  has one good score and one poor score. Authority B has 5 good scores and 
one poor score. Authority C has no good scores and one poor score and authority D no 
good scores and 2 poor scores.
Overall these 4 authorities do not show up well in this major aspect of their work. 
Conversation in one school suggested that there had been a diminution in the advisory 
aspect of the work since the Education Reform Act because advisers were spending 
more time on inspections:
I’ve noticed that there aren’t so many visits in school now as there were 3 years ago and there were less 
3 years ago than 5 years ago. We presume that is the changing role, because 4 years ago we would expect 
at least 6 people in per half term and before that probably more, but now it’s reduced and we don’t see 
them.
Primary school headteacher, authority B
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Authority B has had no reductions in staff so this observation is most likely to be the 
result of a change in working patterns. If this is the reason for the poor showing where 
advice is concerned, it bodes ill for the future when the teams are reduced and even more 
concerned with inspection as well as with headteacher appraisal.
7 How do headteachers and teachers regard the provisionfor teacher development made 
by local authority advisory teams?
This is discussed in chapter 10. Headteachers give authority A  good scores for 3 of the 
4 items and a satisfactory score for the fourth. Authority B has 3 satisfactory scores and 
one poor score. They give authority C and both advisers and inspectors in authority D  
one good score and 3 satisfactory ones.
When it comes to headteachers’ views of advisory teachers, authority A  has 3 
satisfactory scores, authority B, 2 good scores and one satisfactory one, authority C, one 
good score and 2 satisfactory ones and authority D, one poor score and 2 satisfactory 
ones.
Teachers give authority A  advisers 4 good scores, authority B one good score, 
authority C 3 good scores, authority D advisers one good score and inspectors 2 good 
scores, one poor score. The rest of the scores are satisfactory.
Teachers’ views of advisory teachers show authority B coming out particularly 
well with good scores for all items. Authority A  has 7 good scores, authority C, 2 and 
authority D, 5. There are no poor scores.
Overall it might be said that teacher development in the 4 authorities is rather 
better than advice and support. This may be partly explained by the fact that advisers 
have largely moved into an organisational role with advisory teachers delivering the 
programme. Another explanation is that much more of the in-service programme is 
now responsive to individual requests from schools and many more courses are school 
based involving whole staffs. The following extract describes how the role has 
changed:
We’re facilitators now, as I see it, through other people doing it for us if we’ve got advisory teachers or 
organising it in a different way if we haven’t.
Inspector, authority A
8 How do headteachers and teachers view the educational philosophy and approaches 
of advisers, inspectors and advisory teachers? Are they aware of the educational phi­
losophy of these groups?
Chapter 11 explores this issue. It finds that headteachers and teachers are aware of the
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educational philosophy of advisers and advisory teachers and tend to rate it highly. The 
scores for this aspect were much higher than those for advice and inspection.
Headteachers give authorities A  and B good scores for all the items concerned 
with advisers in this section. Authority C have 5 out of 6 good scores, authority D 
advisers 4 good scores and authority D inspectors 5 good scores.
Headteachers’ scores for advisory teachers show authority B with 5 good scores 
out of 6 and authorities A, C and D with 4. There was .one poor score .
Teachers give advisers in authorities A  and B good scores for all items. Authority 
C has 4 good scores and one poor one. Authority D advisers have 2 good scores as have 
their inspectors.
Teachers’ scores for advisory teachers rate authority B very highly with good 
scores for all items. Authority A  and authority D have each 4 good scores and authority 
C has 2 good scores and one poor one.
It is interesting to speculate as to why this area should score so highly. It suggests 
that when advisers get into the schools they make a good impression and use approaches 
which headteachers and teachers find very acceptable. Authorities A  and B tend to 
score better than authorities C and D and this may be something to do with their better 
ratio of advisers to schools which allows them to spend more time with teachers and 
headteachers. Although authority B ’s staffing ratio is considerably lower than that of 
authority A and only marginally better than that of authorities C and D, they appear to 
have taken on fewer inspections so that they have more time to get into schools. 
Authority B ’ s very good scores with advisory teachers, particularly from teachers, may 
reflect the tight organisation of this group which ensures that they spent the maximum 
time in schools.
9 Is there a relationships between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas ofinspection, advice and support and 
teacher development?
Chapter 11 also looks at how the educational philosophy of advisers and advisory 
teachers relates to the key areas of inspection, advice and support and teacher 
development. Correlation of the scores with each of the key areas in turn shows no 
relationship between them and the educational philosophy of advisers and advisory 
teachers. This would seem to be a somewhat surprising finding. One would expect the 
philosophy of advisers and advisory teachers to affect their work in inspecting, advising 
and providing in-service education. It may be that the questions used to test educational 
philosophy and approaches did not really bring out this connection.
376
10 How do headteachers and teachers view the knowledge, skill and experience of 
advisers, inspectors and advisory teachers?
Chapter 12 deals with the knowledge, skill and experience of advisers, inspectors and 
advisory teachers. Scores are generally high in this area. Headteachers give good scores 
for all items to authorities A, B and C. Authority D advisers and inspectors each have 
3 good scores out of 6. There are no poor scores.
Advisory teachers have 4 good scores from headteachers in authority A, all 6 
good scores in authority B, 4 good scores in authority C and 3 in authority D. There are 
no poor scores.
Teachers give advisers in authority A  good scores for all but one item, 3 good 
scores to authority B, 2 each to authority C and authority D adviserrand 3 to authority 
D inspectors. There are no poor scores.
Both authorities A  and B have all good scores from teachers for advisory teachers. 
Authority C have 3 good scores and authority D has 4. There are no poor scores.
These findings, like those for philosophy, suggest that headteachers and teachers 
have a high regard and expectation from their advisory services. Authorities A and B 
once again do better than authorities C and D probably for the reasons given under 8 
above.
11 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development?
A correlation of the scores for knowledge, skill and experience with those for 
inspection, advice and teacher development shows them to be significantly related in 
all 3 cases. The relationship between knowledge, skill and experience and inspection 
was significant at -a level between 5% and 2% and the relationships with advice and 
support and teacher development were both significant at the one per cent level. This 
is very much the result one would expect since the knowledge, skill and experience of 
advisers and advisory teachers must affect the work they do in inspection, advice and 
support and teacher development.
12 How do headteachers and teachers view relationships with advisers, inspectors and 
advisory teachers?
Relationships were discussed in chapter 13. Here again scores are generally good. 
Authority A  has all good scores from headteachers and authority B has good scores for 
all but one item. Authority C has 6 out of 8 good scores, authority D advisers have 5
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good scores and inspectors have 1,. There was 1 poor score,..
Headteachers give authority B ’s advisory teachers all good scores. Authority A  
has 5 out of 7 good scores as does authority C. Authority D has 4 good scores.
Teachers give authority A ’s inspectors 5 out of 10 good scores. Authority B ’s 
advisers also have 5 good scores. Authority C has 6 good scores. Authority D ’s advisers 
have 5 good scores and inspectors have one good score and one poor score.
Teachers again rate authority B ’s advisory teachers very highly, giving them 
good scores for all items. Authority A  has good scores for 8 out of 10 items and 
authorities C and D have 6 good scores each. There are no poor scores.
Authority D ’s inspectors score less well than their advisers throughout which no 
doubt reflects the attitude of schools to inspection rather than the ability of the 
inspectors to make good relationships. Overall one could conclude that relationships 
were good in all 4 authorities. Authorities A  and B again appear to do better than 
authorities C and D, probably for similar reasons to those set out above under question 
8 above.
13 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development.
Correlation of relationships with the key areas of inspection, advice and support and 
teacher development shows no relationship where inspection is concerned but a rela­
tionship significant at the the 1% level for advice and support and at the 5% level for 
teacher development One would expect a strong relationship for all the key areas but 
this again may be a matter of the questions that were asked about relationships. The lack 
of relationship with inspection may be due to the fact that some teachers appear to find 
inspection threatening (cf. pp. 166,167).
14 How far do advisers, inspectors and advisory teachers feel themselves to be part of a 
team culture and climate?
This question is discussed in detail in chapter 13. There were some difficulties about 
this because advisers and advisory teachers were uncertain whether the question 
referred to the whole advisory team or to the smaller teams to which some of them 
belonged. Most who were uncertain about this replied in terms of the smaller teams.
Scores are again very high. Authority A  has all good scores from its inspectors 
with 4 of them scoring the maximum possible. Authority B also has all good scores with 
3 of them scoring the maximum. Authority C has 4 out of 7 good scores. Authority D ’s
378
advisers have all good scores with one maximum score and inspectors have 5 good 
scores.
The advisory teachers in authority B, which is a very small group, had maximum 
scores for every item, and every authority had all good scores.
It can therefore be concluded that there is a strong feeling of team culture in all 
4 authorities but it is uncertain how far this relates to the whole advisory team.
15 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development.
There was no significant correlation between climate and inspection but there was a 
-significant correlation at the 5% Jevel with advice and support and a highly significant 
correlation at 1% with teacher development.
16 How do advisers, inspectors and advisory teachers view the organisation and manage­
ment of their teams?
This is discussed in detail in chapter 15. There are considerable differences between the 
authorities here which may go some way to explaining some of the earlier scores. 
Authority A  has all good scores from its inspectors with 2 maximum scores. Authority 
B has 2 out of 9 good scores. Authority C has no good scores and 4 poor scores giving 
a poor average score. Authority D ’s advisers have 6 good scores and one poor score and 
their inspectors have 3 good scores and one poor score.
Where advisory teachers are concerned authority B has good scores throughout 
with 5 maximum scores. Authority A  has 4 good scores and one poor score. Authority 
C has satisfactory scores throughout and authority D has good scores throughout with 
3 sets of maximum scores. However, it must be remembered that authorities B andD 
had poor returns from the questionnaires from advisory teachers and the samples are 
very small.
Overall these results suggest that authority A  inspectors feel that they are well 
organised and managed and authority C ’s advisers feel that they are not. Those of 
authorities B and D ’s advisory teachers who replied to the questionnaire clearly feel 
that their organisation is good. Authority A has come out well in most areas and this 
may well be related to good organisation and management. Similarly authority B 
appears to come out well where advisory teachers are concerned and this too may be 
the effect of good management and organisation.
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17 Is there a relationship between these views and those held of the work of advisers, 
inspectors and advisory teachers in the key areas of inspection, advice and support and 
teacher development?
The correlation of organisation and inspection and organisation and advice and support 
shows no significant relationship. That for teacher development shows a correlation at 
a level between 5 and 10% which is not significant. This rather calls into question the 
statement above that the good organisation and management in authority A  may be 
related to the good results from the inspectors in this authority in other areas.
18 What training (formal and informal) have advisers, inspectors and advisory teachers 
had for their work?
This is discussed in chapter 16. The results of this questionnaire were unsatisfactory in 
that many of those who replied had been in their teams for a long time and had joined 
at a time when training was not common. Several people commented that the situation 
had now changed and that there was now a training programme for all advisers and 
advisory teachers joining the service. This was the only area where results included a 
considerable number of poor scores. This confirmed the findings of the Audit 
Commission (1989) and the report by Stillman and Grant (1989) both of which found 
that training at that time was inadequate.
Authority A ’s advisers give one good score and 7 poor scores out of 13 items. 
Authority B has 2 good scores and 6 poor scores. Authority C has 11 poor scores. 
Authority D ’s advisers have one good score and 7 poor scores and the inspectors have 
11 poor scores.
The advisory teachers in authority A  have only one satisfactory score and the rest 
are poor. Authority B has one good score and the rest are poor. Authority C has 2 
satisfactory scores and the rest are poor and authority D is the only authority with a 
satisfactory average. They have 2 good scores and only 2 poor scores.
19 Is the training experience of advisers, inspectors and advisory teachers in the 4 
authorities studied similar to the statements of provision listed in the national survey 
(Dean 1991b)?
The results of the training experience of the advisers and advisory teachers in this 
survey did not relate to results of the national survey of training of 1991 which asked 
about provision of the same items of training as were included in the questionnaire In 
this study. This is probably explained by the fact that the survey was of provision and 
the questionnaires in this survey were concerned with the actual experience of advisers 
and advisory teachers.
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20 Is there a relationship between formal training and headteachers and teachers’ views
of inspection, advice and support and teacher development?
In only one case, that of teacher development, is there any correlation between training 
and work in the key areas this is only at the 10% level which is not significant. This is 
almost certainly to be explained by the difficulty about this questionnaire outlined 
above.
TABLE  SH O W IN G  LEVELS OF S IGNIFICANCE OF  
CORRELATIONS BETW EEN THE K E Y  AREAS AND  
OTHER AREAS
Fig. 17.6
Educational
philosophy
Knowledge, 
skill and 
experience
Relation­
ships
Climate Organisation
and
management
Training
Inspection NS 2% - 5% 1% NS NS NS
Advice and 
support NS 1% 1% NS (5% - 10%)
NS NS
Teacher
develop­
ment
NS 1% 5% 1% NS 
(5% - 10%)
NS
Other findings
Priorities
1 ‘Advising on provision for pupils with special needs’ stood out as one item in which 
the performance of advisory teams was poorly rated in virtually every case, although 
authority D did rather better than the other authorities.
2 Teachers in particular rated the items on in-service education high in their priority list 
but there were some substantial differences between the priority and service scores on 
this topic for advisers and also in 2 authorities for advisory teachers.
3 Authority D, which had separated inspection and advice, generally did least well in the
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comparisons and in particular scores showed large differences for activities which 
involved the follow up to inspection.
4 There was some evidence in discussion that headteachers would like more opportuni­
ties to discuss broader issues with advisers and inspectors.
5 A  number of the comments by headteachers in particular were concerned with the 
relationships which advisers and advisory teachers were able to form with them and 
with teachers.
Inspection
1 Headteachers and teachers felt that inspection was a more valuable process when they 
were involved in discussing its focus and were able to link it with their own plans for 
the school. All 4 authorities aimed to do this.
2 Three of the 4 authorities involved lay people in their inspections. This did not appear 
to cause much concern to schools. Authority D involved a member of staff also and this 
was appreciated.
3 Teachers generally felt threatened by inspection. It became less threatening if they were 
given information about what was going to happen and if they knew the criteria by 
which judgements were being made. All 4 authorities spent time and care preparing 
schools for inspection and this was appreciated by headteachers and teachers but it 
could go wrong if the attitude of the inspector was not satisfactory.
4 Most teachers found it helpful to know when an inspector would be coming into their 
classroom. They appreciated the opportunity to discuss what they would be doing with 
the inspector before the lesson. The attitude of the inspector in the classroom was 
important Inspectors who sat at the back with a clipboard tended to be intimidating. 
This affected children as well as teachers. Teachers appreciated it when pupils’ work 
was thoroughly examined. They felt very strongly about the need for feedback after the 
lesson and for some comment as the inspector left the classroom. Teachers and 
particularly headteachers welcomed discussion of wider issues. There was a strain in 
having inspectors in the school and this was enhanced if the inspector spent too long 
in one classroom.
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5 Teachers were concerned about credibility from the point of view of specialist 
secondary inspectors looking at primary schools and also because few inspectors had 
had experience of working with the National Curriculum. Some specialist inspectors 
appeared not to appreciate the breadth of the primary school teachers’ task.
6 The way in which reports were delivered was important. Teachers and headteachers 
appreciated it when criticisms were made in the context of appreciation of the school’s 
good points. Discussion about findings was welcomed and there was appreciation of 
the opportunity to negotiate points in the written report. The length of time some reports 
took to be delivered was a matter for concern.
7 Headteachers and teachers felt that follow up was very important if the inspection was 
to be of value both from the authority and within the school.
8 There was no evidence to suggest that separating inspection and advice improved 
inspection and there was some evidence to the contrary. Follow up in particular was less 
satisfactory in Authority D than elsewhere.
Advice and support
1 There was concern about the changes in the advisory service. In most cases comments 
suggested that the service was offering less than previously. The exception to this was 
authority A  where headteachers felt that they were getting more high quality attention.
2 There were frequent references to credibility. These concerned the 3 issues listed above 
under inspection. All these comments came from the primary sector. Advisers also 
showed concern about credibility but welcomed the opportunity to work in unfamiliar 
phases.
3 There were a number of comments about the need for advisory teams to move to a 
consultancy role. Headteachers felt that they were now in a different position vis-a-vis 
advisers and should be able to ask for the kind of advice they wanted.
4 Specific kinds of advice and help wanted included curriculum advice and advice on 
personnel. Headteachers wanted an adviser whom they could use as a sounding board
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for discussing ideas and plans. There was also a need for someone who could offer 
career advice to staff.
5 There were several comments from headteachers in authority A  about the benefits of 
being in a small authority where you could know the advisory staff really well.
6 Advisers and advisory teachers showed concern about the best way to go about their 
work and how it could be evaluated and improved. They felt that they needed a broad 
perspective on education and not simply a view from one subject. They thought that it 
was important to make people think by being provocative to some extent They valued 
being able to draw together people from different schools and different phases of 
education. In authority C there were advisory teachers appointed by the headteachers 
of a group of schools to provide especially for the needs of those schools and this 
appeared to work well. Advisory teachers stressed the importance of starting where the 
teachers were.
7 Overall it could be said that headteachers and teachers viewed advisers and advisory 
teachers more positively than negatively though many had mixed views. They were 
concerned about the pressures on the advisory service and the effect of these on work 
with schools.
Teacher development
1 The views of headteachers and teachers stressed the growing importance of the involve­
ment of schools in identifying their own in-service needs. Comments reflected a system 
in a state of change from a situation where courses were mainly something provided 
centrally, free of charge to teachers, who decided whether or not to go to them, to one 
in which schools were more in charge of what was happening, provided a good deal of 
their own in-service training and had the money to decide what they wanted to buy by 
way of training for their staffs. Headteachers and teachers appeared to be happy with 
this change but concerned that the money was limited.
2 A  number of the comments on the questionnaires and in the interviews suggested that 
teachers were looking for a lead from the advisory service and not always getting it. 
This was suggested by comments like, ‘They don’t present any new ideas’ and ‘Over 
emphasis on teachers helping themselves/each other on courses’.
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3 The range of evaluation techniques for evaluating in- service provision was limited. All
4 authorities used questionnaires to evaluate at the end of courses and there was some 
evidence from comments that this affected what happened. There were other tech­
niques used, such as observing what had happened in classrooms, but this did not seem 
to be widespread.
Educational philosophy and approaches
1 Headteachers rated the educational philosophy and approaches of advisers more highly 
than did teachers and more highly than they rated those of advisory teachers in all 4 
authorities. Teachers rated the educational philosophy and approaches of advisory 
teachers more highly than those of advisers in 2 of the 4 authorities.
2 Advisory teachers were valued for way they worked in schools.
Knowledge, skill and experience
1 This study showed that the qualifications and level of previous experience of advisers 
and inspectors in the 4 authorities were above those found in the survey by Bolam in 
1978. Eighty two per cent of advisers in these 4 authorities had first degrees compared 
with 42% in Bolam’s study. Forty eight per cent also had higher degrees which were 
not recorded in the Bolam study. Forty five per cent had been heads of schools in this 
study compared with 23% in Bolam’s study. The age range had remained much the 
same. If these authorities are representative of the national population of advisers, this 
could mean that there had been a general rise in qualifications and level of experience 
among advisers since the Bolam survey.
2 Chief advisers looked for the following in advisers and inspectors: intellectual ability, 
the ability to analyse, the ability to observe and pick up significant points quickly in 
schools, knowing what areas to focus on in schools, personality, basic humility and 
sympathy with other people, being able to influence people, potential, skill in reporting 
on inspections, understanding of school finances, having educational principles.
3 Headteachers and teachers looked for the following: sympathy, good communication, 
professional expertise, efficiency in delivery, skill in handling people, counselling 
skills, success and reputation in previous work, having clear ideas about education.
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4 There was some concern about credibility recorded above but the question on 
credibility in the questionnaire had 7 good scores above 2.50 and no poor scores below 
2.00 which suggests that the concern about credibility expressed in comments and 
statements in the chapters on inspection and advice and support is not as widespread 
as the number of comments would lead one to believe.
Relationships
The evidence from the interviews suggests that if advisers were unable to make good 
relationships they were limited in effectiveness. This ability will be even more 
important in the new pattern of working where schools will decide whether they want 
the services of the advisory staff. They will want people who will appear credible and 
make good relationships very quickly.
Culture and climate
1 People found support in being part of team. Small teams appeared to offer more support 
than large ones. This suggested that large teams needed to be a collection of small 
teams, each with a measure of autonomy and opportunity to make decisions about some 
area of their work, but working together.
2 There was a feeling on the part of advisers and advisory teachers than there should be 
a common culture of aims and purposes behind the work of an advisory team.
3 The development of a common culture and the opportunity to work together was helped 
when people worked in the same overall environment.
4 Chief advisers tended to see their role as providing vision and direction and an 
organisational framework.
5 The position of advisory teachers tended to be anomalous. They were not always seen 
as part of the overall advisory team. Some worked happily in small teams. Others were 
to some extent isolated. There were problems about their secondment and return to 
schools and at present their posts had an uncertain future. This made planning and 
organising difficult. Schools were not always clear about their role, but, as we have 
already seen, their work tended to be more highly valued by teachers, though not 
headteachers, than that of advisers.
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Organisation and management
1 All 4 authorities had well-organised arrangements for planning.
2 There appeared to be a problem of communication in authorities C and D, in spite of 
a good deal of work on this by the managers of those teams. There also appeared to be 
a communication problem in authority B between advisers and headteachers. The prob­
lems, not surprisingly, appeared to increase with the size of the team and the split 
between advisers and inspectors in authority D did not help their communication.
3 The use of time was a problem for advisers because their planned programme was 
always being interrupted by emergencies and crises and additional tasks. This will 
require careful handling when services are on sale. It may be that some people should 
be left free to handle emergencies.
4 The 4 authorities used a variety of methods of evaluation. These included question­
naires following in-service courses and enquiries after an interval, user groups, a yearly 
review using computer records and culminating in a report on the work of the service, 
visits by the chief inspector to discuss inspectors’ work with schools, observation in 
schools to see what had been implemented from in-service training, appraisal and 
setting criteria and assessing progress against them.
5 Some advisers and advisory teachers in particular still lacked adequate clerical support 
and this made them less effective.
b The role of advisory teachers varied considerably even among these 4 authorities. In
all 4 they were responsible to an individual adviser but in authority C some were also 
responsible to a group of headteachers.
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18 THE WAY AHEAD
The changing pattern of work
The years since the Education Reform Act have seen a gradual change in the Governments’ 
view of the role which might be played by the local authority inspection and advisory service. 
The Act laid on local authorities the duty to see that the National Curriculum and religious 
education were taught. It also provided for the chief education officer or his/her representative 
to offer advice on the appointment of headteachers, a task normally undertaken by members 
of the advisory service. The role of the advisory service was interpreted by Sir David 
Hancock, then Permanent Secretary at the Department of Education in a speech to the 
Executive Committee of the National Association of Inspectors and Educational Advisers 
(1988, p.l) which included the following 2 paragraphs:
The local inspectorates will need to monitor and evaluate school performance. They will need to provide 
LEAs and the schools themselves with trusted and informed professional advice, based on first-hand 
observation of what schools are actually doing, of the way they are implementing the National 
Curriculum, and of the standards achieved.
There will be much innovative work to be done, affecting both what is taught and how it is taught... All 
this will call for the local management of change, for advice to schools as they think through the 
implications of the National Curriculum for what they teach and their schemes of work, and for support 
to schools and teachers to help them find their way through the uncertainties and anxieties which change 
so often brings in its wake.
At this stage the Department made additional money available for the appointment of 
further inspectors to enable local authorities to carry out this work and Circular 5/89 (p.7) 
included the following statement:
The local inspectorate or advisory service, together with the LEA’s advisory teachers, will have an 
essential role in preparing for, implementing and monitoring the National Curriculum and other 
developments arising from the Education Reform Act. Under the direction of chief education officers, 
local inspectors and advisers, and advisory teachers, should familiarise themselves frilly with the new 
arrangements and be ready to offer assistance in translating statutory requirements into good classroom 
practice.
It was clear that at this stage the local advisory service was seen as a valuable asset in 
implementing the new legislation.
In 1989 two reports were published which had a considerable effect on the advisory 
services. These were the Audit Commission Report, Assuring Quality in Education and the 
report of the study by Stillman and Grant, The LEA Adviser, a changing role. Both studies 
were discussed in chapter 2 of this study and have been referred to in a number of other 
chapters. Both were critical of the organisation of the advisory services and the Audit
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Commission was critical of the extent to which advisers spent time observing in classrooms. 
Subsequent studies by Dean (1990 and 1991b) showed that virtually all authorities had 
reorganised their teams in preparation for the new roles they were being asked to undertake. 
This involved a much greater emphasis on inspection and on classroom observation than had 
formerly been the case and in some authorities inspection was a new departure for the team. 
A  great deal of work went into preparing for this and some schools in this study complained 
that they had less advice than formerly as a result.
The Audit Commission (1989, p.3) made a clear statement about the responsibility of 
local education authorities with regard to their schools:
A major responsibility of Local Education Authorities (LEAs) is the quality of education. The respon­
sibility lies both at the LEA centre and in individual schools and colleges. At the centre, the part of the 
LEA’s organisation primarily concerned with the quality of pupils’ and students’ education is the local 
inspection and advisory service. The importance of its role has been increased by the Education Reform 
Act and related government actions and statements.
Government views about the value of the local advisory service would seem to have 
changed gradually over the intervening years. It was suggested in chapter 2 (cf. p.34) that one 
factor in this change may have been the study in Leeds where additional money was made 
available for the improvement of primary schools. The local advisory service played a large 
part in this but when the evaluation was carried out it was found that there was not a great deal 
of progress in terms of children’s learning. (Alexander et al, 1989). It would seem to be 
significant that shortly after this the main contributor to the evaluation, Robin Alexander, was 
asked to become one of the ‘three wise men’ invited to report on the way primary education 
should develop.(1992).
Lowe (1992) made the following comment about Government views of the advisory 
service:
It is perhaps too simplistic to conjecture that the advice and support aspect of the role actively facilitated 
the development of LEA policies and that a number of these policies were anathema to the current 
Government In consequence it is one aspect of the advisory role which will be allowed to wither because 
itis politically expendable. It is just not adesirable role focus in a climate which is promulgating the need 
for a centralising of the development and implementation of policy.
Another contributor to the changes for the advisory service was the chief adviser for 
Wandsworth, John Burchill (1991), who submitted a paper to the Governments’ Centre for 
Policy Studies suggesting a privatised inspection service. This was taken up and the 1992 
Education Act and the the creation of the Office for Standards in Education (OFSTED) was 
the eventual result.
A  recent report in the Times Educational Supplement quoted a minister as expressing
389
concern that the majority of inspection teams appointed by OFSTED (Office for Standards 
in Education) to undertake the first secondary inspections were from local authority teams 
rather than private teams.
These changes have been disturbing for advisers who are no longer secure in their posts, 
have considerably less freedom to operate than in the past and face very considerable changes. 
Lowe (1992, p.46) expressed this problem as follows;
This losing of control is a potent feeling for many advisers, particularly those who have been in the job 
for a number of years. The role has changed fundamentally, and a number of highly professional and 
competent staff feel their integrity being challenged in additional to experiencing the process of 
becoming deskilled.
If this is confusing for advisers, it is still more so for advisory teachers whose posts are 
even more vulnerable, as can been seen from the national survey described in chapter 5 which 
shows that twice as many advisory teachers are losing their posts as advisers.
The brief for OFSTED (1993, p.5) includes the following statement;
The purpose of OFSTED is to improve the standards of achievement and quality of education through 
regular independent inspection, public reporting and informed advice
The Education (schools) Act 1992a takes the major responsibility for inspection away from 
the LEA. The Statutory Instrument: The Education (School Inspection) Regulation (1992, 
p. 17) contains the following passages:
Section 15 of the Schools Actreplaces the unrestricted power of inspection given to LEAs under the 1944 
Act with a strictly limited power to inspect when necessary to gather information to discharge the LEA’s 
statutory functionsLThe Secretary of State does not expect this power to be much used; in almost all cases 
LEA staff will as now enter schools with the consent of the governing body and staff. However, Section 
15 offers a fallback power for use in cases of difficulty.
It goes on to describe the way in which money is to be taken from LEAs to pay for the 
privatised inspection scheme:
There will need to be an adjustment to the level of resources available to the LEAs following the 
introduction of the requirements of the School Act for the regular inspection of schools. The transfer of 
funds from local authorities will be phased over a period of 3 financial years to reflect the gradual 
introduction of the new arrangements, beginning with the secondary schools in September 1993 and 
other schools in September 1994. The Government’s view is that the resources which will remain with 
local authorities will allow them to give advice to schools where needed, particularly bearing in mind 
the greater weight of inspection evidence that will be available. Expenditure currently incurred on the 
employment of advisory teachers will also remain with the LEAs. The residual inspection responsibili­
ties are not expected to give rise to significant expenditure.
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This paragraph suggests that there is little understanding of the way in which advisory 
work is carried out and the need to know schools in order to be able to advise them adequately. 
Inspection reports are no substitute for first hand knowledge. LEAs will also be losing funding 
because of schools becoming grant maintained and this suggests that advisory services may 
dwindle still further. Clare Dean (1993) reporting in the Times Educational Supplement, 
notes that Cambridgeshire, one of the first authorities to devolve the money for its advisory 
services to schools, is laying off 60 members of its advisory service because their services 
have not been required by schools.
Schools must produce an action plan following inspection but nothing has been said 
said about the importance of support in pursuing the plan. Neither has anything been said 
about the role of the local education authority in assuring quality in its schools and the 
implication is that this will be assured by the 4 yearly inspection. Four years is a long time, 
however and there will be schools which need support and do not recognise their need. There 
will also be schools wanting support and unable to afford it.
The advisory service is therefore about to undergo what is probably the most major 
change since it came into being. Much time in most LEAs will be taken up with OFSTED 
inspections.
Circular 12/92 on School Teacher Appraisal (p.9) makes the following point about the 
appraisal of headteachers:
In the case of headteachers of county, voluntary controlled, voluntary aided, special agreement and 
maintained special schools, one of the two appraisers should normally be an officer or adviser of the LEA.
This too will be a time consuming activity, requiring time in the school getting to know 
the work of the headteacher. Circular 12/92 suggests that the appraiser should talk with staff, 
governors and parents as well as LEA officers and advisers as well as watching the 
headteacher at work.
The reduced force in many authorities will become a consultancy in the remainder of 
the time, catering for what schools see as their needs. In doing this local authority advisers 
will be competing with private consultants.
There are many problems about this. The reduction in numbers of advisers and advisory 
teachers and their involvement with inspection and appraisal at a time when schools need 
support with implementing the National Curriculum will mean that service will have to be 
very well organised and managed if it is to meet demands. It was clear from the national survey 
(chapter 5) that many authorities will no longer be able to provide advice across the whole 
curriculum because of the cuts in numbers.
Some of the headteachers in the study had strong views about buying in advice:
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We feel the whole thing is almost immoral.... There will be primary schools in our family who won’t be 
able to afford the same level of advice and support and that means that that in turn will be badly 
needed.When you think that if children, if there isn’t money to support... that special literacy support of 
an on-going kind for a child, we will have problems a bit later and I think that shouldn’t be based on money. 
And we also feel quite strongly that some of us have got friends, certainly close professional colleagues in 
most specialist areas and we are feeling that a conversation is unable to be had. You know, you can’t meet 
somebody and talk about a problem without it now being a consultation.... Certainly my head of curriculum 
support... (who) worked with special needs support and now she finds that friends are unable to give her 
advice because really they should be charging her.’
Secondary school headteacher, authority C
Others had a much more positive view:
It’s bringing back a sharpness and focus to what we’re about that is important because people will 
effectively be buying back. Schools will be given a certain number of days a year and they’ll want to make 
sure they’re getting value for it. Sharpening up will be very important both from the school’s point of view 
and the inspector’s point of view. It’s been a probably slightly cosy relationship to some extent, so far, in 
that those schools which made loud noises or those schools that were sympathetic probably received more 
visits than other schools.
Secondary school headteacher authority D
Garnett (1977, p.33) noted that the views held by headteachers about advisers were 
more positive than those held by teachers. It is interesting that the same finding is evident in 
the present study, undertaken some 16 years later.
She also found that teachers who had little contact with advisers thought their advice 
was likely to be ‘irrelevant, impractical and even out-dated. It was felt that guidance was 
lacking and suggestions not followed up. ’ Teachers who had more contact with advisers saw 
the individual adviser as:
someone with a wealth of experience, whose visits were sufficiently frequent to make him (sic) conversant 
with teachers’ situations and they with him, who offered practical help and new ideas, spent time talking 
with them, acted as coordinator of contributory schools and their secondary schools and became a friend 
and support to teachers.
This finding could have some bearing on the fact that in the present study teachers and 
headteachers in authorities A  in particular and authority B to some extent, had more 
favourable views of advisers than those in authorities C and D. The staffing ratio of inspectors 
to schools in authority A  was almost twice that of authorities C and D and that of authority 
B was marginally better. Teachers and headteachers in authority A  would have seen their 
inspectors more frequently than teachers and headteachers in authorities C and D would have 
seen their advisers and inspectors. This suggests that as numbers of advisers decrease they 
will become less valued by schools and this could mean less business for them and further 
reductions in numbers.
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It is also the case that what schools want may not be what they need. This was expressed 
by one adviser as follows:
I think I’m still wrestling with this whole idea of schools and effectiveness because what schools want 
from us is maybe not what they need. I mean wants and needs can be different things and you could be 
fulfilling the wants without actually getting anywhere near the needs.
Adviser, authority D
Wright (1991, p.486) expressed concern about a future in which schools would buy in 
advice:
Schools may buy what they want, if they can afford it; they may not recognise what they need. Many of 
the actual and potential problems of schools are of poor management and relationships. I doubt very 
much that the people involved recognise what they are doing wrong. In those circumstances, how likely 
are they to buy in appropriate help?
He also noted the problems that LEAs are likely to find in discharging their statutory 
functions without the advice and support function.
Maychell and Keys (1993, p.42) quote an LEA inspector on the LEA view of 
inspection:
We do not look at inspection as a kind of punitive thing that sets up a minimum high jump and anything 
that does not get above it has failed... our prime interest is not in defining ‘this is a good school’ or ‘this 
is a bad school’. It is being able to say ‘is this school getting better?’
This is the function which LEA inspection is able to carry out because LEA inspectors 
know their schools. It is not a possible function for the new privatised inspection system 
which will not be in a position to make this kind of judgement
If the advisory services genuinely have the ability to raise standards by their work it 
must be concluded that what has happened seems more likely to depress standards of 
education than to raise them. This was summed up as follows by Maychell and Keys (1993, 
p.66), who were writing about their study of the inspection role of advisory services:
One of the main issues emerging is the effect these changes will have on the provision of advice and 
support to schools. Many LEAs envisaged that if they developed the inspection side of their work this 
would seriously reduce the resources available for advisory work. The study found that most heads 
valued their LEA advisory teams, and were already concerned that advisers were over-stretched and 
unable to provide the service they were used to. Add to this the dramatic increase in delegated funds for 
advisory services, schools’ fears that they may be unable to afford these services, and the proposed cuts 
in the number of advisory personnel, and the future of advice and support looks very uncertain indeed.
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The four authorities
Each of the four authorities now has plans for the future which will change the way they work 
very considerably.
Authority A  will lose 5 inspectors and 5 advisory teachers, leaving an inspectorate of 
7 members and an advisory teacher force of 14. Two of the inspectorate posts have been 
vacant for a considerable time and they have had to rely on the existing inspectors to cover 
subjects not their own with help from advisory teachers.
Authority A  plans to continue to provide a free service to schools including the general 
adviser role and in-service provision. The only service they will cease to undertake is advice 
on teacher appointments. All but one of the inspectors has undergone or will undergo training 
as Registered Inspectors and the idea is that this authority will form a consortium with 4 other 
London boroughs to provide inspection teams. They will also continue to do some inspection 
as an LEA.
Authority A  (1991,p.9) had recently undertaken a survey of its advisory teacher force 
with a view to deciding the best way forward to meet the requirement to delegate 85% of the 
schools’ budget by 1993. This involved looking at the various alternative forms of organisa­
tion which might be possible and considering the strengths and weaknesses of each. In general 
it was felt that the present arrangements with the advisory teachers responsible to individual 
inspectors was preferable to any of the alternatives. The service was highly regarded by 
headteachers and teachers as was evident from the following quotation from the report which 
used interviews and questionnaires to ascertain the views of headteachers:
It is clear that the advisory teacher service is highly valued. During the interviews with headteachers and 
teachers, concern was expressed over the potential damage to the quality of educational provision in the 
Borough if the service were not available. The implementation of the National Curriculum in particular, 
is seen as requiring the support provided by advisory teachers, ‘We are at a stage’ , wrote one respondent 
to the questionnaire, ‘when the role of the advisory service is more important than ever’ .
The current model was seen as having established a highly valued reputation for the 
quality of its services. Support could be directed to priority targets and all teachers and schools 
could expect to benefit. The model strengthened the work of the inspectorate and provided 
a resource for following up local and national initiatives.
An alternative possibility would be for a portion of the advisory teacher budget to be 
delegated to schools, which could enter into service level agreements to purchase a proportion 
of advisory teachers ’ time. This had the advantage that the service would be client centred and 
flexible and services could be sold to the private sector and commerce, but there would be 
risks for the advisory teachers in terms of job security and there might be difficulties in 
recruitment
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Another alternative would be to set up a business available to a wide range of clients 
and established as an LEA agency. This would have the same advantages and disadvantages 
as the previous suggestion and there would also be the need to find money for starting up the 
business. In additional there would competition from higher education and other educational 
bodies providing INSET and expertise would have to be built up in areas such as marketing.
The LEA might also act as an agent on behalf of schools, drawing on services available 
from higher education, schools and other consultancy sources which could be sold to schools. 
This would be relatively cheap to run and would make a wide range of expertise available. 
It would also make income available to schools who provided teachers as consultants.
The suggestions also included a range of variations on these themes. The results of this 
survey suggested some of the ways in which local authorities may be organising their 
advisory teams in the future.
Authority B will lose 3 advisers and 9 advisory teachers, leaving them with 18 advisers 
and 6 advisory teachers. Advisers leaving include the chief adviser who has left to start a 
private consultancy service. They plan to offer all services free except in-service education 
and they plan to discontinue the role of general adviser. A number of services will be available 
on sale to other than LEA schools. Eleven advisers have undergone or will undergo training 
as Registered Inspectors and 10 will train as team members. They plan to bid for all the 
inspections of the LEA schools.
Authority C will reduce its advisers from 50 to 21 and its advisory teachers from 20 to 
6. With this much reduced service they plan to provide free to schools, advice on school 
management, monitoring and supporting the progress of the school development plan, 
involvement in the appraisal of headteachers, acting as link adviser, supporting the National 
Curriculum development, advice on learning and teaching strategies, advice on the designing 
and equipping of new schools, involvement with education otherwise (i.e the education of 
those children whose parents choose to educate them at home) and home tuition and 
monitoring of health and safety. All other services will be on sale to schools and schools will 
also be able to buy in further service in the areas listed.
Nineteen advisers will undergo or have undergone training as Registered Inspectors 
and virtually everyone will be available as a team member.
Authority D will reduce its numbers from 27 to 20 or 21 advisers/inspectors and its 
advisory teacher force will reduce from 28 to between 15 and 20. The chief adviser has left 
to become a private consultant. They plan to sell most services offering only 7 services free. 
These are: monitoring action taken following an inspection, providing advice and support 
following an inspection, involvement in the appraisal of headteachers, support for schools in 
developing staff appraisal schemes, advice on the design and equipping of new schools,
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involvement with education otherwise and home tuition and monitoring and advice on health 
and safety.
Authority D hopes that 8-10 inspectors will become registered and the rest will become 
team members including those who are now advisers.
Inspection
The future will see a situation where advice and inspection are clearly separated. This study 
included one authority which had separated these two activities and the results do not support 
this as being a better form of organisation. In particular follow up was weaker in the view of 
headteachers and teachers in this authority than elsewhere. This would be a fruitful area for 
further research except that the current plans make it an impossible task to undertake since 
in future there will be no authorities where the two activities are combined.
A number of points relevant to future inspections.come from the current study. 
Undoubtedly teachers find the process of inspection threatening and this means that many 
teachers will not act naturally when the inspector is in the room. They found the experience 
less threatening when preparation was good and they knew what was being looked at. The 
OFSTED inspection schedule will be available to schools so this aspect will be taken care of 
in the future. The degree of preparation and its nature will be a matter for Registered 
Inspectors, who would do well to spend time on this so that what they see in school is 
somewhere near to the normal pattern.
Teachers also felt strongly about inspectors who did not consult before the lesson and 
give feedback afterward. They particularly disliked inspectors who sat at the back with a 
clipboard and wrote throughout the lesson without giving any feedback on this.
All 4 authorities in the study worked with the schools to plan the inspection, something 
which may not be possible under the OFSTED proposals.
There was a lot of concern about the credibility of inspectors. In particular headteachers 
and teachers were very critical of inspectors whose background was in secondary schools, 
inspecting in primary schools, although some felt that where such inspectors had done their 
homework, they might bring a fresh approach. It is to be hoped that this will be taken care of 
by the way in which OFSTED inspectors are selected.
Follow up to inspection will be very important and this is likely to involve local 
authority teams. The 1992 Education (Schools) Act makes the writing of an action plan 
following inspection the responsibility of the governors if the school has a delegated budget 
or the LEA if it has not. The implementation of this plan is likely to need outside support in 
many cases.
The study showed inspection correlated with knowledge, skill and experience at a 2 - 
5% level and with relationships at the 1% level. These are not very surprising results and
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confirm the points above about the need for inspectors to be credible to teachers in terms of 
their knowledge, skill and experience and the concern of teachers about the way inspectors 
actually behave in the school. The inspector who gave the impression ‘I am the inspector’ was 
very unpopular with teachers, who felt threatened and therefore felt that they were not 
behaving normally. They also felt that the children were conscious of this.
The new pattern of inspection offers many opportunities for study. In particular there 
is scope for looking at how effective this pattern is changing schools and at how schools 
actually deal with the follow up to inspection. The process of inspection itself may also be 
worth studying. It involves a more superficial study than many researchers would accept as 
evaluation and there has been very little study of the effectiveness of inspection as used by 
HMI.
Advice and support
Both Bolam et al and the Audit Commission recommended that authorities should consider 
the work they wanted their advisory services to do and staff them accordingly. There should 
be a rationale behind the staffing. Very few authorities have been in a position to do this and 
it now seems unlikely that it will happen since the market will dictate the level of staffing to 
a large extent.
It seems more likely that the advisory service will gradually move towards becoming 
a consultancy service, since most services will have to earn their salaries from payments by 
schools. In the case of a number of authorities schools are being sold a package of services 
(cf. chapter 5) This places the schools in a new and different role in which they decide what 
advice they would like.
Consultancy is different from advisory work in that the consultant does what the client 
wants rather than what the adviser thinks the client needs. It will take time to change to this 
role.
Murgatroyd and Reynolds (1984, pp.323,325) wrote of the use of consultants in school. 
This would seem to have considerable relevance for the way in which advisers might be 
working in the future. They suggested that consultancy might be one of 3 kinds:
consultative assistance - the provision of assistance in solving a specific problem; 
content consultation - ‘aims to bring about changes in the attitudes, understanding or 
skills of organisational members;'
process consultation - intended to lead to organisational changes.
In consultative assistance the consultant is regarded by members as having a high level 
of technical skill which he (sic) shares with members. This form of consultancy is generally 
a matter of working with a small group for a definite period of time.
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In content consultation the consultant ‘shares the experiences and ideas with staff but 
does not direct them as the the choice of outcome they are seeking’ .
Process consultation ‘is directly concerned with the quality and nature of the school or 
other educational organisation as a whole’ .
They suggested that there were 6 stages of consultancy:
1 Initial contact between the school and the consultant, possibly with the school 
presenting some problem.
2 Establishment of a contract.
3 Consultant negotiates his/her position within the school to gain clear access.
4 Diagnosis.
5 Active intervention.
6 Consultant reduces level of his/her involvement.
Margerison (1978, p.32) wrote of advisory work in industry but much that he said was 
relevant to educational advisers, particularly in the consultant role which may be important 
for them in the future. He stressed the importance of helping people to think through the 
situation to their own solutions:
I encourage a client to talk, to express his (sic) views freely by providing a forum for discussion in which 
I spend most of the time listening or asking open-ended, non-evaluative questions.
I want the client in such a situation to come forward, to explore, to consider the situation and put 
words to his concerns. He is unlikely to do this i f  he feels under pressure. It is vital to give the client the 
air space and time to develop his own thoughts.
He also stressed the value of discovering how people feel about a situation. He spoke 
of the adviser knowing where to channel conversation, when to listen and when to start to 
influence what was being discussed.
He also wrote of the importance of supporting clients while they were in the process of 
adopting new ideas. He felt that any move which indicated awareness or willingness to adopt 
new (and desirable) methods should be rewarded by interest and support.
Gray (1988, p.7,11) wrote about management consultancy. Today’s advisers are likely 
to become tomorrow’s consultants and many advisers and advisory teachers increasingly 
function in this capacity as schools become more independent. His description of consultancy 
might be seen as a description of good advisory work:
Consultancy ... is a helping relationship provided by people who have a particular range of skills for 
helping managers and others in organisations to understand more clearly what their business is about - 
that is become more relevant to the social and economic environment in which it functions from which 
it draws its resources and into which it has to return the product of its endeavours.
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He went on to describe educational consultants:
(Educational consultants)... should understand how individuals actually behave in the educational 
system; should have appropriate interpersonal counselling skills; that they should be expert in the 
technical areas in which they are working.
Hancock (1990, p.8) suggested that a consultant might cover much the same work as 
an adviser or advisory teacher. A  consultant:
has a professional and educational oversight of the area involved; 
provides in-service training for the staff;
negotiates in-service training for groups o f teachers involved in the work; 
advises colleagues;
provides advice to the headteacher, governors and the LEA on developments within the school.
He proposed that consultants might work in the following areas and any others of 
interest to the school:
core curriculum areas; 
foundation curriculum areas; 
local curriculum areas; 
special needs; 
behaviour problems; 
primary/secondary transfer; 
staff development.
Nichol (1990, p.xxi) suggests that in the future the LEA will need to provide the 
following services for schools which are in a position to decide what sort of advice they want.
An integrated service from a group of staff who either have direct expertise in the full range of advice 
and support required, or have access to it, and will pull the various elements together themselves to offer 
comprehensive advice to schools.
A  single point of contact with the advice team and preferably a single phone number for all advice.
A  service agreement that offers different levels of advice at different prices, with schools either buying 
a higher level of advice using money from their delegated budget, or choosing a lower level o f advice 
and support and taking the difference to spend as they choose.
It has been evident throughout the study that teachers value the services of advisory 
teachers. In the table of average scores in the last chapter (cf. p.365) 45 scores out of 48 from 
teachers for advisory teachers were above those they gave to advisers for the same service. 
It is matter for great concern that the cuts in the advisory teacher service are so high (38%) 
since they are quite clearly valued by teachers for the help which they give.
Straker (1988, p.284,282) described a small study of the views of headteachers’ and 
teachers’ views of advisory teachers of mathematics who had worked in their schools. He
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suggested that some of the success in the eyes of the headteachers and teachers concerned was 
due to the fact that the advisory teachers worked intensively with a small group of schools for 
a term at a time. ‘Some LEAs have spread the expertise offered by the advisory teachers much 
too widely to the point where the overall effect has been minimal.’ He also noted that:
Advisory teachers have enjoyed a credibility that exceeds that of the LEA mathematics adviser or higher 
education lecturer. Therecentandrelevant teaching experience of theESG staff has been the main reason 
for this high credibility, as teachers have identified the advisory teachers as fellow professionals who, 
until recently, had been fulfilling a classroom function similar to their own.
He went on to note that the advisory teachers had helped mathematics advisers to 
function more effectively. He suggested that mathematics advisers had been increasingly 
under pressure with general duties and the development of work with computers and that the 
advisory teachers had provided much needed support for them.
Webb (1989, p.44,51) described work in which a team of advisory teachers set up 
consultancy with schools drawing up contracts to develop teacher initiated projects. They felt 
that this was more effective than the in-service training they had offered previously because 
teachers did not necessarily put the ideas offered in courses into practice. The work was 
evaluated with semi-structured interviews with the team, with teachers who had been 
involved and with the adviser who had been responsible for the work.
The teachers felt that the advisory teachers were most effective as change agents when 
they acted as role models, information providers, facilitators of cooperation, confidants and 
brokers in the exchange of ideas. The contract was seen as ‘a means of establishing a 
collective understanding about what change was to take place and how this was to be 
accomplished.’
Overall they concluded that consultancy was expensive in time because they could 
work with only a few schools in this way. It also involved finding out about the school:
They viewed the way o f working as having increased their awareness of the range of values and the 
diversity of experience in all aspects of language existing even within one school. They saw it as 
important to understand the knowledge base and the ways of thinking of their clientele before trying to 
introduce new ideas into schools. They found the challenge of working closely with groups of teachers 
in order to find solutions to language problems and to devise policies enabled them to increase their 
subject expertise and their knowledge of the change process in schools.
Headteachers had views about what they wanted:
Many teachers feel that visits by advisers that are clearly outlined with positive target setting would be 
more beneficial than the rather ‘vague’ general visits made in the past In the present climate of pressure 
through change, uncertainty of the future I feel as the headteacher there should be more positive support 
and encouragement for individual teachers from these visits. This will not be possible as staff will feel 
threatened if the advisory staff adopt the role of ‘ inspectors’ as part of their duties.
Primary school headteacher, authority B
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I think what I need at the moment and my staff, is time to sit back and look at what we are doing. Andldon’ t 
think we’ll be for perhaps 2 or 3 years wanting advice from outside when we begin to run out of ideas. I 
think we have so much coming at us in the last few years that we need time to digest it and get it sorted 
out
Primary school headteacher, authority C
The study showed a number of schools wanting curriculum advice in particular, in 
relation to the National Curriculum. Headteachers also wanted an adviser they could use as 
a sounding board for ideas and there were some positive statements about the value of the 
general adviser as well as some negative ones. Views about advisers were both positive and 
negative with the positive views predominating. Headteachers valued help from advisers 
more than teachers, which suggests that perhaps advisers worked with headteachers more 
than with teachers, leaving the teachers to the advisory teachers.
Advice and support correlated with knowledge, skill and experience and with relation­
ships at the 1% level and with climate at a level between 5 and 10%. There was no correlation 
with philosophy or with the organisation or the training of the advisory team. On the other 
hand there would seem to be some evidence that authority A, which tended to have better 
scores for views of advisers, also had better scores for organisation than other authorities and 
there was evidence in the documentation and in the comments of headteachers that the team 
was viewed as well organised. It would seem that the good organisation could be affecting 
the quality of work. Similarly in authority B, advisory teachers were better viewed than in the 
other authorities. The evidence from the chief adviser and the advisory team discussions was 
that their work was very tightly organised.
The organisation of advisory work offers some interesting areas for study as the pattern 
changes. In the immediate future there will still be teams operating in the traditional way and 
others operating as businesses. It would be interesting to see which has the greater effect upon 
schools.
Teacher development
Provision for teachers to develop their work is changing in many ways. The money for teacher 
development is now with the schools, who tend to look very carefully at what is offered in 
any course before spending money on it, especially as it often means spending money on 
supply teachers as well. There is also a strong move towards school based in-service work and 
it seems likely that in future there will be comparatively few central courses and a great deal 
of provision for individual staffs and groups of schools organised by the schools themselves 
with advisory help of various kinds bought in.
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The Cockcroft Report (1982, p.371) stressed the importance of school-based in-service 
support for teachers and made the following statement:
It is important that school-based activities do not become too inward looking. It is therefore helpful from 
time to time to invite someone from outside the school to join in meetings in order to offer new ideas and 
additional expertise.... Unless this person knows the school well and is well-known to those who teach 
mathematics, a one off session may be o f tittle value; it is usually more profitable to arrange a series of 
meetings so that mathematical understanding can develop and discussion be based on the perceived 
needs of the school.
The report went on to express support for the idea of advisory teachers who would be 
able to work with teachers in the classroom helping them to develop their work in 
mathematics. Following the publication of this report 350 advisory teachers were appointed 
from September 1985.
Advisers have already moved in the direction of working with whole staffs or groups 
of staffs from a small number of schools in school based activity:
There’s no doubt in my mind that where I ’ve achieved anything in terms of raising standards it’s been 
due to the fact that I ’m spending time with teachers and children. It’s been regular. I ’ve found that has 
been necessary.
Adviser, authority B
I think there's more effectiveness, potential for effectiveness, within a service contract in working with 
the whole staff in school based in-service than there is in collecting thirty different people from thirty 
schools and giving them the same lecture.
Adviser, authority B
I think we also have an educative aspect to our job which can also indicate our effectiveness and here 
I ’m thinking about the teacher education that goes on through in-service training, changing classroom 
practice and then at the outside of the school, seeing governors sufficiently informed that they understand 
the issues and can support the heads in what they are doing in schools.
Inspector, authority A
I think drawing people together from different education establishments within phases and cross phases 
into a useful dialogue, that is an area which I think without us perhaps wouldn’ t happen. Each school is 
inclined to become more insular and we act as a focus to enlarge the discussion, the activities between 
schools and that’s certainly something they badly need.
Adviser, authority D
A problem for advisers about centrally based in-service work has been that it has been 
extremely difficult to find time to follow up the work in the classroom. It may be that if schools 
are commissioning teacher development activities they will include an element of follow up, 
although it is difficult to see where the time will come from. The description by Webb above 
shows how effective this can be.
Teacher development has no significant correlation with the educational philosophy of 
advisers but there is a correlation significant at the 1% level with knowledge, skill and
402
experience and with climate. It is also correlated at a 5% level of significance with 
relationships. The changing climate for in-service work provides a particularly interesting 
area of study in looking at the effect of centrally based in-service courses as compared with 
school-based work. It would also be interesting to look at what schools do for themselves 
compared with what they gain from bringing in advisers or other outside consultants.
Educational philosophy and approaches
There appears to be no relationship between the philosophy of advisers and advisory teachers 
and any aspect of the key areas. This does not mean that this area is unimportant. It is clear 
from the questionnaire findings that headteachers and teachers are aware of the educational 
philosophy of the advisory team and it would be very difficult for advisers or advisory 
teachers to function without clear ideas of what they felt to be important. It is very difficult 
to make judgements about the educational practice of others without having a concept of what 
constitutes effective practice.
At the same time advisers have always had the dilemma that they needed to recognise 
that there is more than one way of teaching successfully. It is important that advisers and 
advisory teachers are aware of the educational philosophy of the teachers or schools they are 
trying to help and that the advice given takes this into account. This will be even more 
important in the future in that schools will be looking for consultants who speak their language 
and provide advice in their terms.
A  useful area for study here would be the extent to which advisers succeed in accepting 
the philosophy of others and the way in which they relate this to their own philosophy.
Knowledge, skill and experience
The knowledge, skill and experience of advisers and advisory teachers is strongly correlated 
with all the key areas. One issue which clearly emerges from this study is the concern of 
primary headteachers and teachers with the credibility of those who advise them. In a situation 
where schools choose their advisers those who are not seen as credible will not be chosen. This 
poses something of a dilemma since primary schools badly need curriculum advice and most 
curriculum specialists come from secondary schools. We really need to develop a cadre of 
advisers who are curriculum specialists at the primary stage, who have a deep knowledge of 
their subject and good experience of teaching it at primary level. These people may gradually 
come from teachers who have been curriculum coordinators in primary schools. At the same 
time it will be important that such advisers are in touch with what is happening in the
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secondary sector and able to advise primary schools about preparing children for secondary 
education. This would be a great deal easier if more advisers had experience as teachers across 
the phases.
There is scope for a study of the knowledge, skill and experience that advisers actually 
use in the course of their work and how this is best acquired.
Relationships
The ability to form good relationships quickly is an essential skill for advisers and advisory 
teachers. This is strongly correlated with all the key areas. It will be even more important in 
the future since schools will tend to select consultants with whom they feel an affinity. It will 
also be important for inspectors, since teachers will only teach normally in the presence of 
those with whom they feel they can relax. The skill of an inspector in making a teacher feel 
at ease is paramount and a good deal of thought needs to be given to this. There were a number 
of comments about this in the interviews in the schools that had been inspected.
Advisers in future will not only need to be able to make good relationships with 
headteachers and teachers but also with governors and parents who may have a very different 
frame of reference which will need to be taken into account.
An interesting area for further study here would be the actual behaviour of advisers and 
inspectors in relation to teachers and headteachers, particularly the kind of behaviour which 
is seen by the schools as creating good relationships.
Climate and culture
The climate and culture of the advisory team were related to the key areas of advice and 
support and teacher development but not to inspection. In view of the way in which inspection 
teams are to be formed in the future this may perhaps be unimportant. It seems likely that some 
teams will be formed for an individual inspection and change in some ways for the next and 
that the development of a real team climate and culture will not be possible. This may be partly 
taken care of by the schedule which determines what is to be looked at but there are likely to 
be difficulties in the differences of view of people who are not normally working closely 
together. However, this is a problem which HMI have always encountered and apparently 
overcome.
As small teams of consultants come into being they are likely to develop a strong team 
culture. There was also evidence from this study that most people in the advisory service see 
themselves as part of a team, very often of a small team rather than as part of a large one. It
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is interesting that a national survey of the organisation of advisory teams (Dean 1990) showed 
that 49% of authorities had chosen to develop area teams, presumably in order to give people 
the chance to work together in small teams. There was also evidence in the present study that 
the leader of a team does much to create the team culture. Advisory teachers sometimes found 
themselves outside all the teams and sometimes were part of a small team. There would seem 
to be a need to consider more carefully where advisory teachers fit into the overall pattern.
It would be interesting to study further the value of small teams within the larger team. 
Team culture in inspection and advisory/consultancy teams would also merit further study, 
particularly in the context of the changing role of advisory services. It would be interesting 
to know whether inspection teams work together sufficiently to develop a team culture and 
if not, what the problems of working in this way really are.
Organisation and management
The organisation and management of the advisory team was not significantly related to any 
of the key areas. This was in contradiction to the findings that authority A  which had the best 
results from the questionnaires overall, also appeared to have the most competent organisa­
tion and leadership and that authority B which had the best results for advisory teachers had 
this aspect of work very tightly organised.
The reduction in size of advisory teams and the delegation of money to schools to buy 
what they wish from the advisory staff suggests that a very tight organisation will be needed 
if the requirements of schools are to be met in a situation where there will be other important 
calls on advisers’ and advisory teachers’ time.
The study suggests that when the general adviser role works well it is very valuable to 
schools but that it takes time to build up the skills involved. Authority A  apparently had 
developed the role so that headteachers valued it highly but authority C was at an early stage 
of development and only some headteachers felt that it was worthwhile. The national survey 
described in chapter 5 showed that 4 teams were planning to give up this role. If such a role 
does not exist it is difficult to see how the local education authority can know what is 
happening in its schools, particularly as numbers in the advisory service reduce. There is also 
the problem of the need for specialists.
The extent to which an LEA knows its schools in the future organisation would be an 
interesting area for study as would the role of the general adviser. It would also be profitable 
to study the organisations which LEA advisory teams are now developing and to look at their 
effectiveness in terms of what is happening in schools as a result of their work.
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The training of advisers and advisory teachers
The training of advisers was not related to inspection and advice but was related to teacher 
development at a level of 10% which is not significant. However, it has already been 
explained that the questionnaires on training reflected the past rather than the present and all 
4 teams had programmes of adviser and advisory teacher development in place.
If knowledge, skill and experience are important, advisory teams must see that their 
members have the knowledge and skill needed to do the job. Once again, schools will not 
employ people who have not the necessary knowledge and skill and it is therefore essential 
that training takes place at an early stage after appointment and that there is the opportunity 
for updating knowledge and skills for more experienced people. Training may be partly a 
matter of learning on the job by working with more experienced people but schools will not 
be prepared to pay for mistakes arising from inexperience. Stillman and Grant (1989) and the 
Audit Commission (1989) both make the point strongly that advisory work is not the same 
as running a school or department and that there are new skills to be learned and knowledge 
to be gained.
There is a great deal to be explored in identifying the the forms of training which are 
most effective for people undertaking this kind of work. Authorities have developed 
induction training and this could be evaluated in terms of how well it matched what those 
experiencing it felt were their needs. The training for inspectors provided by OFSTED needs 
to be evaluated both in terms of the effectiveness of the inspections themselves and in terms 
of what those experiencing it feel they have gained. In particular training in inter-personal 
skills would seem to be important bearing in mind the importance of creating good 
relationships. This is an area in which a number of ways of training are being developed and 
would gain from evaluation. Advisers in the future are also going to need training in terms 
of business skills and marketing. These are areas in which industry has a good deal to offer 
but also areas in which there could be useful evaluation of courses.
A  number of people commented that training on the job had been particularly valuable 
and this too could be explored further. What kind of training on the job is effective and how 
is it best done and for what aspect of the work?
The effective advisory team
An effective advisory team has a shared culture and vision of what education might be about 
which arises from talking together and agreeing aims. At the same time its members are 
prepared to recognise that others may have a different frame of reference and that advice 
needs to be in terms that the recipients can accept.
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The team is well staffed and well organised and led. There are clear and agreed 
objectives which affect the work of all members and which are known to headteachers and 
teachers. Members are each part of a small team within the larger team which gives everyone 
the chance to contribute to discussion and planning and there is good communication. Work 
is well managed so that advisers spend the optimum time in schools. There is a firm 
framework of what is expected and there is freedom to organise work within that framework. 
There is careful planning which allows time for crises and emergencies so that these do not 
always disrupt the planned work of individuals. There is stress on delivering what is 
promised. Each school is well known to someone and this gives headteachers and teachers 
confidence in the service. The team is backed by good clerical help and there is always 
someone available at the end of a telephone for any headteacher or teacher who wishes to 
make contact with an adviser or advisory teacher.
The work of the team is evaluated regularly. There is a computer programme which 
provides quantitative information about the work of the team and headteachers and teachers 
are regularly consulted about the quality of work of the service. There is concern to see 
whether the schools in which advisers and advisory teachers have worked actually do better 
when it comes to inspection. There is an effective appraisal scheme which is linked to a 
training programme which affects all members of the team.
Members of the effective team are well qualified and have been selected for their 
successful experience and have been trained so that they possess the knowledge and skills 
needed to do the job. They are therefore credible to headteachers and teachers. They are 
professional, listen actively, have a basic humility and sympathy with others so that they make 
good relationships easily and are able to make teachers feel at ease and ready to discuss their 
problems as well as their successes. They are good communicators and are able to work in 
the consultative as well as the advisory role. They help teachers and headteachers to feel 
confident in their work and to take it further. They are skilled observers able to see beyond 
what is immediately evident in the schools, sensing the ethos of a school, observing the 
behaviour and body language of teachers and pupils as well as being able to assess the work. 
They are able to help headteachers and teachers to tackle problems, not necessarily by 
offering ready made solutions, but by helping them to think problems through to a solution. 
They have counselling skills and are also ready to offer career advice to teachers. They are 
good organisers and are well organised personally.
The team is able to draw on specialists in all the areas of the National Curriculum and 
for more general areas such as multicultural education and personal, social and health 
education to offer advice to schools and to provide in-service education for teachers. They are 
also able to provide management advice and training for headteachers and other senior staff
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in schools. All members of the team have a broad understanding of issues in education and 
are not narrowly subject based in their view. They are therefore able to offer general advice 
to headteachers
When they inspect a school they are careful to prepare teachers well, explaining what 
they propose to do and how they are going to do it. They talk with teachers about the content 
of their lessons before seeing them and discuss them afterwards. They look at pupils’ work 
carefully. There is care in reporting to stress the positive and to praise what is good as well 
as to report clearly what needs attention. The written report comes quickly after the inspection 
and there is an agreed programme which follows up the inspection.
Advisory teachers are regarded as an important part of the team and their appraisal, 
training and work is carefully planned so that as much of their time as possible is spent in 
schools working with teachers. Some are appointed to work in groups of schools. Their terms 
of appointment are carefully worked out so that they can feel some confidence in the future.
The effective team is be able to work with governors and with parents as part of the 
inspection process, seeking out their frames of reference and advising in the light of this 
knowledge. Its members are also able to help governors in making appointments and in 
making other decisions when this seems to be needed.
Sometimes advisers or advisory teachers will help a school or a group of teachers to 
grow by the help they give. Sometimes they can offer the experience or the encouragement 
which will enable teachers to move forward. Sometimes they will sow the seed from which 
new development grows and keep it alive by their interest.
Advisers and advisory teachers need to be enthusiasts, a source of inspiration to 
teachers, findings good things in unlikely places, stirring, stimulating and enlarging the 
experience of teachers and so helping them to grow and achieve their full potential which in 
turn enables the teachers to help the pupils to achieve their full potential.
The contribution of the study to the evaluation of advisory teams
This study set out to identify criteria by which the work of local authority teams might be 
judged. These criteria might also apply to independent teams working in schools.They are 
expressed in terms of tasks and qualities such as:
Supports work in the National Curriculum 
Is prepared to listen
These can be re-worded as questions to use as outcome measures. Direct questions might be 
asked in relation to the two criteria quoted above such as:
Has the advisory service provided you with support for work in the National 
Curriculum?
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Have the advisers who have visited you been prepared to listen?
A  more detailed and sensitive approach might be to ask:
How far has the the advisory service provided you with support for work in the National 
Curriculum?
How well have the advisers who have visited you been prepared to listen?
This would require a similar questionnaire layout to those used in this study with a method 
of grading views. A  team wishing to evaluate its service could take the list of criteria and select 
from it items which were considered to be most important and express them as outcomes.
Leadership
It was clear from the comments of headteachers and teachers that they expected leadership 
from their advisory service in the context of the many changes happening at present (cf p. 144, 
243) though some felt that the leadership they wanted was not always forthcoming (cf p.224). 
Beare et al (1989, p 101) pointed out that ‘The source of influence or power (of leaders) may 
be their expertise, or their capacity to bring rewards or benefits, or their capacity to apply 
sanctions, or their personal qualities which make them liked and respected as people.’ 
Advisers rely heavily for their leadership function on their expertise and personal qualities 
and this was evident in this study in that knowledge, skill and experience and relationships 
were strongly related to effectiveness in the key functions of inspection, advice and support 
and teacher development. Advisers have a limited capacity to bring rewards or benefits by 
supporting teachers seeking promotion and it could be argued that their role as inspectors in 
the present climate gives them some kind of ability to apply sanctions or to initiate the process 
of having sanctions applied in that they are able to state that a school is failing.
This research found a number of examples of headteachers and teachers looking to 
advisers for leadership and help with change and commenting on the value of help they had 
received. Chapter 3 in particular gives many examples:
One teacher described how an in-service course run by an adviser and contributed to by teachers changed 
her view of how to work in the classroom.
An inspector described the setting up of a section bilingue which involved teaching geography in French.
A  teacher described early practical courses in technology and later work by the same team which helped 
teachers to interpret the statutory orders for design technology. The teacher felt that this work not only 
affected technology but had implications for work across the curriculum.
There are also examples of the desire for leadership and leadership of change in particular in 
most chapters. For example:
Many teachers feel bewildered at the current rate of change and are looking for a strong lead. 
Primary school teacher
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They (advisers) have made it their business to know the legislation better than we have and they’ve given 
us advice based on that knowledge.
Primary school headteacher
The effective adviser establishes the relationship with the school,with the head, with the teachers in it 
and on the basis of a good relationship, challenges everyone in the school professionally.
Primary school headteacher
Leadership and leadership of change in particular were major tasks for the local authority 
advisory service as it was at the time of this study. Whether the service continues to have these 
functions in the future must depend on what happens if the change is made to unitary 
authorities and the extent to which the right to buy advisory services has been delegated to 
schools. Where the right to buy advisory services is delegated to schools, advisers will be in 
the role of consultants, fulfilling the demands of their clients, the schools, rather than advisers 
leading and acting as change agents. Some leadership for change will come from inspection 
teams but these will not necessarily be followed with the kind of support which has been 
possible in the past and the findings in this study from authority D where advice and inspection 
have been separated, do not augur well for good follow up to inspection. It remains to be seen 
whether these changes will result in a more effective education system.
The future
The statement above of what constitutes an effective advisory team at the present time 
emerges from this study. The future is likely to see something rather different. Advisory teams 
as we know them may gradually disappear and be replaced by a number of private consultants 
each offering their wares to schools. In the meantime the existing teams will need to become 
business minded and sell their services if they are to maintain the range of skills they currently 
possess. It may be possible for a period to continue to offer schools a range of free services 
but if the Government’s wish to increase the number of grant maintained schools to include 
virtually all secondary schools and most primary schools actually comes to fruition it will 
probably be impossible to maintain these services with the small number of advisers which 
will remain.
In this context the effective advisory team will be the one which is skilled at marketing 
its services, competitive in its pricing but which still retains many of the characteristics 
described above. It will be working almost entirely in the consultative role and the skill of its 
members in communication, in making relationships, meeting the requirements of schools, 
helping schools to solve problems, delivering what is promised, will be of the utmost 
importance. There will be a built in evaluation in that teams which do not meet the 
requirements of schools will not be employed.
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The situation will also differ in that the schools will be calling the tune. It will not be 
possible to ask an adviser to change what is planned in order to deal with an emergency. The 
ability of the team to deal with crises and emergencies will have to be built into the 
programme. It will be essential to have adequate clerical support so that the time of advisers 
and advisory teachers is not used on such tasks as filing and photocopying.
In this context it is difficult to see how an LEA can know its schools in the way that has 
been possible in the past. If a school is not inclined to buy in the general adviser role and it 
is not provided free then the only source of information will be the four yearly inspection and 
possible complaints from parents or expressions of concern from governors. LEAs may 
therefore need to maintain a vestigial free service in order to deal with such complaints.
However good the service it is possible that schools may not be able to afford to employ 
it. The experience in parts of Canada where such a service operates is that schools have started 
to use experts from other schools on a quid pro quo basis rather than using the more expensive 
services available as a consultancy.
The future of the advisory services is still a very uncertain one. What is evident is that 
many of the characteristics of the effective service described above as well as leadership will 
be needed whatever the organisation of the service and whether it is public or private. The 
changes which are taking place offer very considerable opportunities for research.
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fr o m  J O A N  D E A N  O B E ,  M E d ,  A T D
APPENDIX 1.0
LAKESIDE HOUSE, 70A WATERLOO ROAD, WOKINGHAM, RG11 2JL 0734 781
Dear Colleague,
I would be very grateful for your help with a piece of research into effectiveness in 
advisory work. You will appreciate that the advisory service is currently going through 
many changes and at present very little is known about the most effective ways of 
working for people in advisory roles. The starting point for this study must be to try to 
define what is meant by 'effective' and I plan to do this by inviting a number of people 
who experience advisory work in different ways to give accounts of occasions when 
they feel advisers, inspectors or advisory teachers have been effective. I hope very 
much that you will be willing to help me with this task.
Yours sincerely,
.j  0 YLca.
Joan Dean
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APPENDIX 1.1
E F F E C T I V E N E S S  I N  A D V I S O R Y  W O R K
QUESTIONNAIRE TO ADM INISTRATORS  
Authority...................   *......................................................
Please describe briefly a particular occasion or series of occasions when you feel an 
adviser/inspector or advisory teacher made a really effective contribution to the work of the 
authority
For educational and f in a n c ia l reasons the L .E .A . is  involved i n a programme 
o f  'amalgamations' a t  Primary le v e l .  This frequently  means the closure  o f  
a school -  an emotive top ic  and a tax ing experience.
In one recent case advisory  input was most e f fe c t iv e . In the ea rly  stages o f  
consu ltations with the Governing Body the A dv ise r 's  d e ta ile d  knowledge o f the 
geography and s t a f f in g  o f the school was most h e lp fu l. His knowledge o f  
s ta f f in g  issues was again u se fu l when consu ltation  with s t a f f  and Teaching 
Associations began. The f in a l  stage o f  consultation  i . e .  w ith parents was 
again fa c i l i t a t e d  considerab ly  by obvious in—depth knowledge o f the school.
Job title of the adviser/inspector or advisory teacher concerned 
General Adviser (Prim ary Phase)
What factors do you think made this particular occasion or series of occasions effective? '
This was a s itu a tio n  where two fa c to rs  were c ru c ia l. F ir s t ,  the d eta iled  I
background knowledge o f  the school s itu a tio n  by the Adv iser. Secondly, the 
p ro fess ion a l expertise  o f  the Adviser in  the presentation  o f  the inform ation  
and in  the handling o f  in d iv id u a ls  and groups in  a sen s it iv e  s itu a t io n . I
The assistance rendered to sen io r adm inistration  in th is  a ssistance  was in va lu ab le .
A good example o f  Advisory/Adm inistrative approaches being complementary. I
The complexity o f  the proposal under consideration  demanded d e ta iled  knowledge 
which an Advisory co lleague could supply.
Please return to Mrs Joan Dean, Lakeside House, 70A Waterloo Road, Wokingham, RG11 2JL 
on or before October 31 st. Thank you for completing this questionnaire.
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APPENDIX 1.2
E F F E C T I V E N E S S  I N  A D V I S O R Y  W O R K
QUESTIONNAIRE TO TEACHERS  
Authority  ........................................................
Please describe briefly a particular occasion or series of occasions when you feel an 
adviser/inspector or an advisory teacher made a really effective contribution to your work as 
a teacher
~0c\6_ CcruUt-^ JlS ^<njrvAxi<A Uv TecJt\r\oLoc^ ;
ourvcK LOcn-Vu dorva.. ''Wno. Sojrrxo. Gs^ jv\_ ~Vo
^KxaJrcscjrvo  ^ -V^ xiwCiKajro OtAaxo
Sxsr V  eOrvrxoWjj .
"tW  ^vcucdrLC-ixC covorcxaS (c * u^re. ^ o jA c d .- '
c>Muar\q oxoatsiSSLCra oji skjJAs L jr  'Vea^Vvaxo <xr\A
o ^ - V n * .  L s a t t c m M m g  " W
< ( W  sa k ic -c fc  O ss ig rxT c .d arx tA og j .
Ccruhaii posJb - N .O o+dU>o Ocrr P - T . ux>*e. crtocJxu xbt 
uv en.oJWirva r ie .a * W >  to ^ x rO o ^ L  'Wa. cux,
(yckA.sicrt\ "iigxx* • .
I A il -t^ a. inpcd- Uj iti
U<y in. Tdihnc>l6jy acnssv™ -  c + a t f W u A .
Job title of the adviser/inspector or advisory teacher concerned 
Scuutvcjl cuodl Adoi/'acrr-  ^ ~Te.ojrr\, ,
What factors do you think made this particular occasion effective?
L*Gz^H-tonedLk»a V\ajc»V\ s-Vojf\d<xxcA dvsdxvyu-iJ ojcHv
oJpinmAJS odj&r&i&Y  ^ V o  dsA-dkX trv Dxe -  ccruxosJr pUx/u\xrvg .
fW ja jcuo i: a n d  tocrt-Ou^uAfl j~<xSks [  b o # v  prxxcJ^Miaf +-
if& OMzflco-L) pUiC&cL cAv- c l  cX-asstocmv cow^e.>c¥ .
A b o v e  a iX  dLLu>c>et> (a>Ko uwtxe ercHuAfeiA&+t£. as\cL 
CcrfOjrYuifect phLfnouxj p o^jktiJ-uyruzYb .
Please return to Mrs Joan Dean, Lakeside House, 70A Waterloo Road, Wokingham, RG11 2JL 
on or before October 31st. Thank you for completing this questionnaire.
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APPENDIX 2.0
TITLE OF LO CAL ADVISORY SERVICE  
Questionnaire to teachers 1
School..................................................... ......... Column A Column B
Please tick the appropriate box in column A to show the 
value you place on the particular service listed.
Please tick the appropriate box in column B to show your view of the 
service as you have received it to date. The advisory service may be 
taken to include inspectors, advisers and advisory teachers H
igh
 p
rio
rit
y
Me
diu
m 
pr
ior
ity
Low
 
pr
ior
ity
Go
od 
se
rv
ice
Av
era
ge
 s
erv
ice
Po
or 
se
rv
ice
Se
rvi
ce 
not
 u
sed
D1 Evaluating the work of the school through inspection
D2 Monitoring standards of learning and teaching
D3 Observing teachers at work in the classroom
D4 Monitoring classroom work
D5 Identifying shortcomings
D6 Giving positive and negative feedback
D7 Giving teachers opportunity for preliminary explanation pre-inspection
D8 Discussing work with teachers before and after inspection
El Providing advice and guidance on work seen
E2 Making constructive comments
E3 Helping teachers to plan their work
E4 Helping teachers to identify and set achievable targets
E5 Challenging situations
E6 Helping teachers to think through ideas
E7 Recommending appropriate resources
E8 Advising on the use of resources for teaching and learning
E9 Supporting work in developing the National Curriculum
E10 Supporting teachers dealing with assessment
Ell Advising on learning and teaching
E12 Providing advice on how to deal with pupils with special needs
F9 Providing effective in-service courses
F10 Planning and organising courses effectively
Any further comments
□  □  Age group LJ u  U  L I  U  1 1
male female under 25 26-35 36-45 46-55 56+ No.of years in teaching
Thank you for completing this questionnaire. Please return it
to Mrs Joan Dean, Lakeside House, 70A Waterloo Road, Wokingham,
RG11 2JL by OCTOBER 9TH 1992
Signed.................................
Date...................................
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APPENDIX 2.1
TITLE  OF LO C A L  ADVISORY SERVICE  
Questionnaire to headteachers 2
School......... .................................................................. . Inspectors Advisers
NB It is accepted that any advisory team contains people with a variety of skills and 
no team contains people who are competent in all the areas described below. In this 
questionnaire you are being asked to give a general overall impression of the the way 
you perceive the majority of the teamPlease tick the appropriate box Ag
re
e
Ne
ut
ra
l
Di
sa
gr
ee
Ag
re
e
Ne
ut
ra
l
Di
sa
gr
ee
Members of the the advisoiy service in this authority:
Al Have an overall vision of education
A2 Have clear objectives which are widely known
A3 Respect the views of headteachers
A4 Have regard for the needs of schools
A5 Have concern for pupils' achievement
A6 Emphasize the centrality of pupils in the work of the school
B1 Have personal credibility
B2 Have good general knowledge of education
B3 Have specialist skills
B4 Have professional expertise
B5 Are enthusiastic
B6 Stimulate teachers trying to develop their work
Cl Are sensitive to school situations
C2 Are prepared to listen
C3 Treat headteachers as professional colleagues
C4 Are professional
C7 Are supportive to headteachers
C8 Give headteachers confidence
C9 Communicate effectively
CIO Are clear and concise in the suggestions they offer
F9 Provide effective in-service programmes
F10 Plan and organise competently
Any further comments
I I I I  Aeeerouo L_1 LJ LJ □  I ---- 1
male female under 35 36-45 46-55 56+ no. years in headship
Please return this questinnaire to Mrs Joan Dean, Lakeside House, 70A Waterloo 
Road, Wokingham, RG11 2JL by October 9th 1992
Signed.............. ....... ........
Date................................
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A P P E N D IX  2.2
T ITLE  OF LO C A L  ADVISORY SERVICE  
Questionnaire advisers 2
Please reply to this questionnaire in terms of your own experience in your present 
authority. If the situation has now changed with respect to advisers/inspectors 
joining the authority please note this under 'any further comments'.
Please tick in the appropriate box for each item sat
isf
ac
tor
y
tra
ini
ng 60
i i
1 1
8
s i 
^ • 
3 i
!P
3 Wo
uld
 l
ike
 
tra
ini
ng
No
t
ap
pro
pri
ate
1 Induction programme - introduction to the LEA
2 Induction programme - introduction to advisory work
3 Work on interpersonal skills, e.g.discussion leadership
4 Selection interviewing
5 Work on different aspects of the inspection of schools
6 Report writing
7 Consideration of what is involved in supporting headteachers
8 Consideration of what is involved in working with governors
9 Consideration of ways of supporting teachers
10 Training in management skills
11 Training in the skills of running in-service education
12 Provision of opportunities for up-dating knowledge
13 Training in personal organisation e.g. use of time -
14 Training to work in other phases in education
15 Are you involved in an advisory service appraisal scheme?
16 Have you actually been appraised?
17 Do you have the opportunity to attend courses of your choice 
outside the authority?
18 How many such courses have you attended since the beginning 
of 1991?
|
□
Yes
Yes
Yes □ 
□
□ No
No
No
Any further comments
Thank you for completing this questionnaire. Please return it to 
Mrs Joan Dean, Lakeside House, 70A Waterloo Road, Wokingham, 
RG11 2JL by OCTOBER 9th 1992
Signed.....................................
Date.......................................
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A P P E N D IX  2.3
TITLE  OF LO C A L  ADVISORY SERVICE  
Questionnaire advisory teachers 1
Title of post.............. ......... ....... ............ ............................... ............................ ......... .
This questionnaire is part of an evaluation of the work of the advisoiy and inspection service. The 
intention is to look at whether there is any association between a strong team culture and headteachers’ 
and teachers’ perceptions of the service and similarly at whether training is associated with head 
teachers' and teachers perceptions.
Please tick in the appropriate box for each item A
gr
ee
Ne
ut
ra
l
Di
sa
gr
ee
G1 I feel I am part of the advisory team
G2 I am involved in some team planning
G3 I know our team objectives
G4 I plan with team objectives in mind
G5 I know the team priorities
G6 I make decisions about my priorities in the light of team priorities
G7 I meet regularly with colleagues
G8 I discuss fundamental issues with colleagues
G9 I work with colleagues
G10 I know the skills of my colleagues
Gil I support my colleagues
G12 I find colleagues supportive
G13 We have a clear management organisation
G14 Our management organisation works well
G15 We spend time as a team on our professional development
G16 The team supports my own development
1 1  I I  How many years Have you worked as 
1 1 1___1 advisory teacher
male female
Degree
Teachers' cert or degree Advanced 
or PGCE equivalent diploma
Please tick all the I I j 1
qualifications you have f 1 1 1 J__J
Higher
degree(s)
□
35 or
under 36-45 4<
Please tick the age 1---- 1 I---- 1
group you come into 1 1 1 1 j
5-55
□
5<
[
5-6.
Please give the post you were in immediately prior to coming into the advisory service
Thank you for completing this questionnaire. Please return it to Mrs Joan Dean, 
70A Waterloo Road, Wokingham, RG112JL by OCTOBER 9th. 1992 Signed........................Date...........................
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APPENDIX 3.0
EDUCATION M ANAG EM ENT INFORM ATION EXCHANGE  
LEA  INSPECTION AND ADVISORY SERVICES
LEA...................................................
[Please tick the appropriate box] 
Section 1
SERVICES PROVIDED 
IN SEPTEMBER 1992
✓
PROPOSED SERVICE PROVISION 
FROM SEPTEMBER 1993
Provided free 
by LEA
Available on 
sale to LEA 
schools
Available on 
sale to other 
schools
Service
discontinued
Monitoring action taken following 
an inspection
Providing advice and support 
following an inspection
Support and help with staff 
development programmes
Provision of in-service courses
Advice on provision for pupils with 
special needs
Advice on school management
Monitoring and supporting the 
progress of the School Development 
Plan
Involvement in the appraisal of 
headteachers
Advice on headteacher appointments
Acting as link/general adviser
Advice on problems in schools
Supporting National Curriculum 
development
Advice on teaching and learning 
strategies
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Section 1 continued
SERVICES PROVIDED 
IN SEPTEMBER 1992
PROPOSED SERVICE PROVISION 
FROM SEPTEMBER 1993
Provided free 
by LEA
Available on 
sale to LEA 
schools
Available on 
sale to other 
schools
Service
discontinued
Support for schools in developing 
staff appraisal schemes
Advice on the design and equipping 
of new and remodelled schools
Advice on teacher appointments
Support for individual teachers
Involvement with Education 
Otherwise and home tuition
Advice on resources for learning
Monitoring and advice on health 
and safety
Other services [please specify]
Section 2
How many inspectors/advisers have undergone or
hope to undergo training as Registered Inspectors under OFSTED?
How many inspectors/advisers have undergone or
hope to undergo training as team members under OFSTED?
How many of the above will continue to undertake some LEA 
advisory work, apart from advice given in the course of inspection, 
after training as
Registered Inspectors? 
Team Inspectors?
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Section 2 continued
How many of the existing team hope to continue working 
solely as advisers?
How many advisers/inspectors were there in the team in 
September 1992?
How many advisers/inspectors will there probably be in the 
team in September 1993?
How many advisory teachers were there in the team in 
September 1992?
How many advisory teachers will there probably be in the 
team in September 1993?
Section 3
Will services be provided to FE/tertiary/sixth form colleges? □ □
If YES, please give details of services to be offered.
YES NO
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Section 4
Will the advisory team continue to provide advice to the LEA? □  □
YES NO
If YES, will this be provided free? j j
OR under a commercial arrangement (Service Level Agreement)? □
What are your LEA's plans in relation to inspection?
Please describe briefly the way in which your inspection/advisory service will be organised in the future.
Name 
Job Title 
Telephone number
Thank you for completing this questionnaire. Please return it to EMIE, The National Foundation for 
Educational Research, The Mere, Upton Park, Slough, Berkshire, SL1 2DQ, by
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fr o m  J O A N  D E A N  O B E , M E d yA T D
APPENDIX 4.0
LAKESIDE HOUSE, 70A WATERLOO ROAD, WOKINGHAM, RG11 2JL 0734 781
13/12/91
Dear Chief Adviser,
I am wondering if I can interest you in a proposal to evaluate the work of your advisory 
team. I am currently undertaking some research into effectiveness in advisory work as part 
of a Ph D. This an area in which no research has been done but it seems to me to be an area 
in which some knowledge of what seems to be effective could be very valuable at the 
present time when advisory teams wish to sell services to schools.
If you were interested, my plan would be to spend about three days with you, during which 
I would hope to interview you, sample groups of your inspectors, advisory teachers and 
primary and secondary headteachers. I would also wish to send questionnaires to a sample 
of schools (probably about 20%) which would involve the questionnaires being completed 
by headteachers and probably two or three teachers. I would then expect to analyse all the 
information I had collected and give you a written report, which, if you wished, I could 
come and speak to. The report would be confidential to your authority. I would be 
particularly interested in doing this in -shire because of the way in which you have 
reorganised your team.
I would hope to undertake the study during next term or early in the summer term and 
would aim to give you the written report before the end of the school year. Any account of 
the work done with you which I write up for my thesis or for publication would not 
identify the authority and I would regard the whole exercise as confidential.
If you would be interested I can give you a more detailed account of what I would plan to 
do with copies of possible questionnaires for you to comment on. I do hope this is a 
possibility.
With all good wishes for Christmas and the New Year,
Yours sincerely
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APPENDIX 4.1
Statement sent to each of the authorities after they had agreed to take part
P R O P O S A L S  F O R  E V A L U A T I O N  O F  A N  
A D V I S O R Y  T E A M
I would like the opportunity to evaluate the work of a number of LEA advisory teams as part 
of research for a PhD on effectiveness in advisory work. From the authorities’ point of view 
this will be little different from the evaluation I would undertake as a consultant, the only 
difference being that as a consultant I would be negotiating a framework according to what 
the authority wished to pay and as a researcher I am offering a framework which will need 
to be common across the authorities in which I am working. Each study will result in a report 
to the LEA concerned which will be similar to the report I would have produced as a 
consultant. The authority would not be named in my thesis or any subsequent publication.
My research is concerned with effectiveness in advisory work and I am looking at a number 
of aspects of the advisory service to see if any of them is associated with effective practice. 
They are as follows:
The organisation of the service
The overall team climate
The extent of training
The extent of planning and evaluation
The background of members of the team
The size of the authority
Whether advisory services are being sold to schools
1 Before visiting the authorities, I should like to have the following information if it is easily 
available. I am not asking for it to be specially prepared.
a) A  list of inspectors and advisory teachers
b) A  statement about the organisation of the advisory team
c) A  statement of the aims, objectives and priorities of the advisory team
d)A statement about their current approach to advisory work i.e. how far has the LEA  
got with the idea of selling services, how are they dealing with inspection etc.
e) A  list of schools
2 The work I have already done has enabled me to arrive at a series of criteria about 
effectiveness. I have used these criteria, together with information from chief advisers, 
from LEA documentation and from literature to develop questionnaires for inspectors, 
advisory teachers, headteachers and teachers. I enclose a sample copy of the questionnaire 
for headteachers so that you can see the kind of information I am requesting. Your
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questionnaires could be modified slightly to conform with local nomenclature or other 
arrangements.
I would hope to discuss the final form of the questionnaires and the date for their return 
with you during my visit to the authority so that they can be sent out subsequently. The 
headteachers' and teachers' questionnaires would be sent to 100 schools which I will 
select on a random basis when I have received your list of schools. The questionnaires to 
advisers and advisory teachers will go to everyone in those services.
3 I plan to spend three days in each authority, interviewing individuals and groups of people 
as follows:
a) The chief adviser.
b) A  group of about five advisers which includes the following if possible:
a person in a senior post 
someone who has joined the team recently 
a person of substantial experience in the team 
two other people 
I appreciate that this depends a good deal on who can be available
c) A  group of about five advisory teachers. I would like the group to include if possible 
people with the following responsibilities:
information technology
primary education
some aspect of secondary education
TVEI
some aspect of special education
These areas are simply suggestions, chosen mainly because they are likely to be 
present in all authorities. They are also likely to give a spread of experience and 
interests.
d) A  group of five primary head teachers and a separate group of secondary headteach­
ers. I would suggest that in each case the group should include heads from a variety 
of kinds of school, including primary, junior, infant, nursery and special in the 
primary group. I should also like the group to involve:
a head who has been a considerable time in his/her present post 
a head who has spent most of his/her time in the authority, in a variety of posts 
a head who is new in post and new to the authority 
a head of a very small school 
a head of a large school
Each meeting will take about an hour.
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4 I should like to visit four schools, including both primary and a secondary, which have 
been inspected recently. I should aim in each case to interview the head and if possible, 
a small group of staff. I should interview about the inspection and also about the advisory 
team.
5 I would like to end the three days with a brief discussion with the chief adviser giving 
immediate feedback on my findings from the various discussions.
I would hope to provide a report for the authority by Christmas or soon after depending on 
the date by which the questionnaires are returned and the speed with which I manage to 
analyse them.
Joan Dean
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APPENDIX 5.0
ADVISORY AND INSPECTION SERVICE  
AUTHORITY C
Discussion with advisers 
June 30th 1992
JD I ’d like to start really by asking you your views about the way in which your team is now 
organised and the work is now organised. You know, how happy you are with that 
particular organisation?
Bi Can I ask if we’re talking about the whole advisory team or the different teams in which
we function within that organisation?
JD Either. Whichever you prefer.
Bi I would say that if you talk about an area team, that they were in many ways arbitrary
divisions which supported... and discussion. And since we have worked together more 
on link review and particularly team review, I think there’s been a change in terms of 
knowledge of each other’s values, methods of working and in my case, universally, a 
greater esteem.
JD Is that tied up with the area team or - ?
Bi That’s right
JD Yes. What do other people feel about the area team?
J I think I’m going identify myself straightaway that I think that there ’ s also the issue the
division between curriculum and general advisers and that has tended, certainly in my 
work, to sometimes marginalise the curriculum advisers and impacts on the work of the 
general adviser. And the other issue of the curriculum adviser’s work across county. 
They’re not restricted to a particular team. So that is a tension - a different dimension 
of working. And I think what has certainly happened is that sometimes the curriculum 
advisers have felt marginalised because they’ve not been involved in actually what has 
been discussed and usually all the general points.
JD Yes. Other people? ( to G) How does it strike you coming in?
G As a newcomer I found the structures very helpful and initially being a member of a
smaller team within one of the areas was particularly useful in terms of the initial 
induction process, and having a network of people that I could quickly associate with 
and actually allow myself to get functional. I found also that the sort of procedures
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within the area team were quite clear, were quite clearly laid out for a newcomer. It was 
very apparent who your line manager was and what were the procedures you went 
through in the majority of cases to actually get things done. The confusion obviously 
is where the area team mesh and actually finding your way through that. For instance, 
entering a link review for the first time I wasn’t aware that it was inappropriate to ask 
curriculum advisers in other areas to enter into a link review when they may have a 
special thing to offer with that particular focus. You know I found that a bit weird but 
I can see the logic to it as well in terms of trying to get the area teams working as a 
cohesive group. It’s a bit of a curate’s egg, really, but overall, my overall impression 
was one that it was a useful structure and that’s purely from a personal point of view, 
I feel less qualified to comment in terms of the schools because obviously I ’m really just 
beginning to get into that scenario with them.
A  I feel very strongly about area teams. I think it’s one of my main forms of support, the
other one being the bay in which I happen to sit at County Hall. It’s a group of people 
whom I feel I know fairly well and hopefully know me fairly well and it’s a very strong 
support structure. W e’ve gone through some steamy times over the last few years with 
agreements, disagreements, lots of angst, lots of anxiety, lots of angry meetings and I 
think we’ve come out stronger as a result of it. I know there’s been some points where 
I’ve not gone to meet them because I can’t stand the angst that’s been floating round but 
I think we’ve come out of it very strong too at the end of it.
J D  V a l ?
V  I think particularly as I ’m on the verge of leaving area 1 and moving me to another area, 
I didn’t realise that when you actually get to the point when you actually have to leave 
and move into another group - now that’s actually causing me some concern. Now that’s 
interesting because it’s actually concern and commitment to the area team. And I think 
all the difficulty that I’ve found in terms of managing an area team is not being clear 
about the which are area team’s responsibilities and which issues are actually made at 
area and county or even in departments. And sometimes it’s a difficulty of not being sure 
what we can do and what we can’t do and the team has made a decision and come up 
against somebody else’s view and that’s quite hard because once a team has made the 
decision that’s what they want to do. I think that’s actually been the difficulty.
And I think also the whole concept of a line manager because when I joined the service, 
only five years ago, there certainly wasn’t a line manager and one could decide to be 
a bit of a maverick really and so we’ve had to absorb that, you know, not working to your 
own agenda but working to someone else’s agenda.
JD That actually brings me into the next question about how far you’re free to make your 
own programme and how far you have an agenda which is laid down for you. Come on 
Bernard, you’re looking as if you’ve got something to say on that.
Be No. As usual I was actually hung over with the question before. What I would like to 
say is that even if it is the crime of old-think, the linguists have continued to work
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together and regard ourselves as a team where it’s appropriate that we should do things 
together - um - so that we’ve got two heads of department conferences a year where 
eighty heads of department come - at the moment, at the moment - and we all three of 
us, four of us, work to plan and to ran those. So that what Julie was saying about the 
division here between curriculum advisers and general advisers works in part. That’s 
certainly the intention. Otherwise you wouldn’t have a different line manager for the 
curriculum adviser than for the general advisers. I wanted to say that.
V  Julie pointed out that curriculum advisers actually work across the LEA for 30% of their 
time but all of them work across the LEA.
J But I don ’ t think it necessarily works out like that all the time. I mean, people spend very
little time, I think working outside these areas and working on the curriculum, because 
of the pressures. I think the other thing I’d like to say about the particular area team that 
I ’m in. There was a lot of - we didn’t have rows, but there was a lot of, ‘I don’t want to 
be part of it’ in the team and some people just not coming at all. We didn’t have, I don’t 
think, the same cohesion at the beginning and that’s gradually changed but there was 
quite a lot of negative feeling, some people sitting there thinking, or even saying ‘Idon’t 
want to be here. I’d rather be doing something else.’
Bi I think to be fair, it’s got to be acknowledged that within the structures as they were set 
up a number of changes have had to be accommodated. In fact the whole move towards 
extended review, the whole move towards forging a more generalist role for a large 
number of people, you know, are new dimensions which have had to be taken on board. 
The one question that I’ve got in relation to the team structure - and it was a question 
that I had in the other authority that I worked in - was just how consistent we are within 
the teams that are operating at the moment and therefore the networking between the 
team structure needs to be perhaps formalised and looked at and examined in terms of 
making that - providing a more consistent approach and a more consistent service. I 
don’t think we’ve actually, I don’t think many LEAs have actually cracked that one.
JD No, no.
J Could I come back again - the curriculum/general adviser? I do pick up from curriculum
advisers perhaps they find the team less important and what’s more important is their 
specialist area team or good people they work with and so that’s quite difficult.
JD Yes. I can see that. Can you move on to my second question about the extent to which
your work is laid down for you and the extent to which you are free to plan it?
V  I just feel that somebody else is pulling my strings which is mainly I guess the position 
I am in. You just get called on to do all soxts of mainly things in the office. I do get part 
control. I put things in my diary but often I do get, you know, asked to write a paper or 
do something and you just have to respond. I ’m not as much in control as I was five years 
ago.
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A  I almost feel we’ve got the worst of both worlds, that we - nobody dictates what they
do to our diaries but we do castigated too about whether or not things are in our diaries 
and in some ways it would be easier - 1 would hate it - but in some ways it would be easier 
if somebody said, ‘This is what you’re going to do and this is when you’re going to do 
it.’ That would then at least tell me what commitments I’d got that I couldn’t move and 
I could plan accordingly for the rest of the time but when there appears to be no link 
between what we have to do and the amount of time we have in which to do it and then 
you’re told well, it’s up to you to plan it, it becomes - 1 think that’s one of the greatest 
causes of stress.
JD Do other people feel that?
Be Yes, I mean very clearly we’re moving in the direction of having more directed direct 
time and indeed, there’s been tension about that kind of decision made. For example, 
it’s quite clear if there’s a theme review and you’re on it for a fortnight, say, you need 
to know when it is and what your commitment to it is, ditto team review and as you come 
down the scale you get more and more freedom about when you decide to try to fit in 
those things which you need to do, that is to say link reviews, general reviews and other 
work.
JD Julie?
J I think probably again, curriculum advisers are a bit freer, partly because we don’t have
the pattern that we have to fulfil with schools, we’re not attached to schools like the other 
advisers are, so I feel that at the moment I have a reasonable amount of flexibility. The 
only thing to get involved in central tasks but in the sense of curriculum work there is 
a degree of flexibility there and a pattern of support. But I think this is gradually going 
to change. W e’re certainly being used more in reviews as well so that will change. But 
also, I suspect, the commitment to the amount of time we spend in schools and working 
in schools, that will have to be set down more, particularly where you are talking about 
selling services to schools. You have to have some form of guarantee that you are 
actually mean to spend the time there. I think that’s one of the attractions of the 
curriculum adviser’s work that people pine for. It’s the flexibility.
JD Yes, yes. Have you anything to add to that Garth?
G I*m in a probably slightly false position. I have been given the opportunity to really sort
of get in and work with a group of schools that for various reasons haven’t had a general 
adviser on a regular basis so my part has been to get down to work extensively with the 
schools. Having said, I mean, that there have been a number of tasks that have been 
passed down the pipeline because it’s been recognised that I haven’t as yet got a 
specialism and the timing of those and the method of informing you about those - how 
can I put it? - could have been better I think in terms of helping you maintain and sustain 
what you’d already planned to do. I mean the other positive side of that as well as you
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get more involved in school, I’m finding the demands from schools are becoming far 
more varied too. It’s not only within the structures that we work in County hall, but in 
terms the schools themselves not making demands but making requests on a whole 
range of things that wouldn’t necessarily fit into the tighter descriptions of extended 
review work and providing for that is an extra tension. But I’ve felt on the whole that 
this first term that life begins to be in balance in terms of having directed time and 
delivering...
JD How do you all feel about the review processes that you’re doing? Do you feel that
they’re going well? Do you feel that you’re doing it the best way possible? Are you
critical about them? You know, what are your views about them?
A  Before extended review came in, I mean before April ’91 when we all actually had a
change of role and a change of groups of schools. I had 61 primary schools and I found 
it refreshing to be able actually to go into an establishment on a regular basis and I feel 
I ’m doing something now, whereas with 61 schools I really didn’t feel I was doing 
anything. I was visiting if they were lucky or unlucky, whichever way you look at it, 
twice a year, a royal visit at the time and being shown what building work had been done 
and in some schools you got involved in some issues but I found that very frustrating. 
I didn’t get to grips with anything. I find just having a smaller number of schools very 
helpful although the workload has increased because of the expectation of how much 
time you give.
I’ve, I went into link review I suppose in the same way as everybody else with a 
great deal of trepidation and not knowing what on earth I was doing and I ’ve enjoyed 
it. I never look forward to them and then I suddenly surprise myself at the end of the day 
that it’s been a quite fascinating day and I’ve learnt a lot. I ’ve learnt a lot about myself 
and about the colleagues I’ve worked with. I ’ve learnt a lot about the school. I ’ve learnt 
a lot more in a day on a link review about a school than I could ever learn by three or 
four visits. It’s not enough. It gives you a focus, a very clear focus. And I didn’t 
understand the system. I was sceptical about but I didn’t understand it and I did actually 
eventually support it.
JD Right.
G I would agree with all that, word for word. I’m totally, totally impressed by it, having
been through it before with a similar sort of package in a different local education 
authority, I find the process of looking with, rather of looking at, is much more 
productive. The focus itself is often valuable in providing a whole range of useful 
information and perspectives for the school but also the process that you go through I 
think is enormously helpful to the schools because it leaves them with something they 
can adopt and adapt for their own purposes. But it’s linking that sharper edge through 
the LEA contact with the school’s own review process. It’s certainly a recipe if we can 
hold onto we ought to, because it’s a service that certainly seems to be valued by the 
majority of schools and I certainly share Aileen’s point that it you know, it puts us on 
a steep learning curve because you’re constantly coming across a whole range of things 
that you need to get to grips with. Very useful.
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JD Are you involved in this Julie or not?
J Yes. I am in terms of link review. I’m involved in the - have been in the subject 
specialism areas and asked to do that within the area and actually to do this in other areas. 
I’ve found that very useful because you’re looking at the application of a subject area 
in the classroom and could actually get hold of and look at children’s learning. The 
theme review I found very useful because that was broadening out and I haven’t done 
a team review yet but I understand I’m going to do. Again can I say that curriculum 
advisers are not as deeply involved in review. I mean I have great - um - reservations 
about this continued division between curriculum and general advisers. I think there’ll 
have to be a revision of it, because it’s silly, really and it’s leading to all sorts of tensions 
that need to be sorted out.
JD What would be better?
J Well, - um - 1 suppose you’ve got to look at what’s realistic and I don’t think it’s realistic
to have curriculum advisers cutting in on the areas. W e’re gradually dropping out of the 
team, dropping off. We disappear and we’re not replaced. Different areas of the 
curriculum disappear in terms of support so you’re not actually providing across the 
board curriculum support anyway. So I guess most authorities have gone down the line 
of the general adviser with a specialism attached to them and I can’t see that there’s any 
other way round that. But I think that does create lots of problems in terms of the 
adequacy of support that can be give. They’re two separate responsibilities and when 
you’re talking about selling the services you’ve got areal tension there.
A  Can I just say in terms of what you said about curriculum advisers and review? I think 
one thing - because obviously I’ve worked with a number of curriculum advisers in link 
review and the one thing you have as curriculum advisers is much more... experience 
of review. I have done my own link reviews. I know how I work. I’ve done one of the 
link reviews as a general adviser but as curriculum advisers you are probably in the 
better position to judge what is the best system and how it’s working and what form of 
report has worked well and you’ve actually got information that I feel as the general 
adviser - 1 mean I feel I’m blinkered -
J Yes I’d certainly agree with that I think as curriculum advisers do more... skills. I think
it’s been quite a slow process getting curriculum advisers involved in that, but as they 
do more they will begin to be able to balance up the way it is working and I think also 
we were given a choice of whether we wanted to be involved in link review. Actually 
I think that’s quite problematic because of diaries and fitting things in and not having 
days. It’s not very systematic and looking at the figures for days the other day, in terms 
of expense of time we should in fact do something like eight link reviews a year. I don’t 
think anybody does this.
Bi Interesting, I had no idea - which goes to show something about the way the service 
actually works or doesn’t work. I had no idea - interesting.
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JD Tell me, if I could just turn for a minute to the general advisory role, how clear are people 
what is involved in being a general adviser?
A  I’m clear it’s everything and nothing.
JD What do you mean by that?
A  Well it can be all embracing or it can just be keeping in touch with the school.
JD Yes?
A  I mean, I feel that - in a sense it’s not clear that there are a set number of tasks. I don’t 
know that I would - perhaps I would want to do the tasks that were priorities but the
important bit is being able to respond to the school and what the school needs - are
priorities possible? Sometimes that’s actually been support to the head or individual 
members of staff, sometimes that’s doing a lot of work in the classroom. I mean it can 
be anything. It can be involved - I ’m certainly involved in headship appointments, 
which is probably the key one, possibly involvement in deputy headship interviews but 
it’s - 1 think it’s very difficult to tie it down. If I listed the things that I have done with 
schools they would all be very individual and they would all be what the school feels 
it needs and I suppose what I feel it needs as well.
Be There have been attempts to measure this kind of thing by questionnaire or just asking 
people or whatever, but that reflects, that wish to measure, reflects a tension which 
there’s been in the rhetoric and the reality both about what review is and had one 
colleague, Richard, had he not produced a paper on what extended, what general review 
might well be I think there might still be a huge vagueness about what the general work 
of the adviser is. And it was quite clear from some of the responses that people regarded 
some things as review which it was very difficult to make come in terms of the 
definition. One more thing which I would like to say is that, inevitably, we’re being - 
the tide is in the direction of review, of monitoring and evaluation as the prepondering 
part of the work. You can count that in so many days and so many schools. And the other 
kind of support which sometimes is desperately needed - 1 had a phone call at quarter 
to ten last night from a deputy head extremely worried about the school and wanted to 
talk about it. And now I’m going to see her next week and that’ll take an afternoon of 
time. The school won’t pay for that. You could call this attention part of the work of 
general review.
JD Val?
V  It’s quite difficult to comment about that because I was actually moved out of the 
general adviser role just at the time when it was beginning to develop and I’d just got 
one school going and I was ready to come back to the role in September and several of 
my difficulties were just having that one school because I think in talking with 
colleagues they’ve got a range of experience - um - and they’ve got a feel for a whole
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range of activities that Aileen and Bernard I think are referring to. With only one school 
my experience is quite limited and I think part of that is because the school isn’t clear 
about what my role could be.
JD I mean certainly that seems to come over in talking with the heads that not everybody 
is clear what the role is. - um - And it sounds as if not all the advisers are clear what the 
role is but I could be wrong on that. Have you any observations on that Bill?
Bi Well, one or two. I mean it’s back to this consistency more than anything really. Having
a - building up a contribution from everyone. It’s very difficult to do that when you’re 
largely working on your own as a general adviser and if you’re not careful, largely being 
reactive to school things. I mean, you need also to have some vision of where you’re 
going with the group and to be a bit more creative, a bit more proactive. I don’t think, 
as well, something that I’ve been trying to look at is - we’re not necessarily that good 
at evaluating. You know, we come away with impressions and we hope we’re doing a 
reasonable job but are we really and what does that look like across the service. The 
whole work of evaluation is something that we need to - as a layer of profession to get 
into.
JD Has anybody - that was something I was going to ask you about a bit later. Has anybody 
else got any comments on evaluating what you do?
A  It doesn’ t happen. The first stage which would be interesting to have is some feedback. 
We don’teven getfeedback. We could have some schools offering the department some 
feedback on what we’re doing, how well I ’m doing and whether I’m doing it right.. 
Actually I’m beginning to sound like schools who want the review process to tell them 
whether or not they ’re doing it right. I ’m falling into that trap. I think - yes - 1 don ’ t know 
how you’d do it because I think it is so complex but you could evaluate parts of the role. 
I don’t know how you’d evaluate the whole role because it is such a complex role. I can 
think of some situations that I ’m involved with with some schools where the schools 
don’t actually know I’m involved in that way. You know it might concern a deputy head 
wanting to talk about the school which the head of the school really doesn’t know 
anything about, so there is a bit of cloak and dagger work in it as well. I think that would 
- 1 suppose you’d have to evaluate different bits of the role rather than the role as a whole.
V  I’ve done a bit of work on evaluating review, team review, but that was only really one
aspect. It was really trying to identify what people valued, adviser, heads and inspectors, 
and what could be improved. It was like an interim evaluation to get things feeding back 
into the system, but we haven’t done anything in depth. Although I suppose, I mean 
don’t like to mention it, but in fact the appraisal could have potential - we actually do 
want feedback on particular effective work. We could use that profile, to seek that 
feedback on the area that you want to look at. You can’t look at everything, couldn’t 
evaluate everything but if there’s something that you particularly want to know about, 
it could be used in that way.
451
JD Yea.
J I certainly evaluate impact. That’s very easy, actually to evaluate. I wonder how easy 
it is to evaluate your effectiveness working across 500 schools. I just don’t know how 
you’d go about doing that. I suspect what I do most of the time is get an impression from 
supporting schools. I don’t see how you’d do that.
A  We tried - the teachers - 1 work with the advisory teachers. We try and look at the most
effective - possibly the most effective ways we can work, given the constraints that 
we’re working under. Because I think sometimes you’re actually being asked to do 
something in a context which is almost impossible to do it in, with the constraints we’ve 
got at the moment. And that becomes frustrating. But I think it is very difficult. I get 
feedback from all the teachers that I’m involved with, when I do management in 
schools.
JD Yes.
Be You raise a lot of interesting questions and there won’t be time to debate them this 
morning. Just as Bill* s question of consistency, there are a lot of issues which we’re not 
touching on. This evaluation thing - yes, one gets evaluation sheets back and one talks 
to teachers and there’s a question beyond that, what difference it makes to what happens 
at the sharp end. We have to ask that. With the appraisal - if one can make a remark about 
that - um - there has been no service agreement about what constitutes evidence, so that 
the appraisal actually is an impression.
A  I actually get the impression that we don ’ t get any feedback as to whether the department
are happy. Yet it is a bit of the department as a whole. But my impression of those who 
are line managers actually have no time to manage. So I do not know how my line 
manager would know how well I was doing because he actually has no time in which 
to manage me. He only has time to talk to me and I find that valuable, but in the sense 
of knowing what I ’m doing and seeking the views of other people, he does not have that 
time to do that.
V That brings one back to consistency, doesn’t it, because there were some things there 
- 1 simply wanted feedback from the head whom I happened to be working with to see 
how I could do things differently, get more output, perhaps work a bit better for the sake 
of the school. So consistency issues, you know, we all do the bits and managers might 
do what they think are best but we don’t certainly talk to each other about sharing ideas 
and therefore developing some agreement that we all do it this way and have a consistent 
approach.
J - said about the sharp end of looking at curriculum change and curriculum development 
and the most effective way to work with teachers in the classroom. You’ve got this real 
tension between providing equity of service spreading across and actually effective 
service and the two might be in opposition to each other. Or it might be very difficult 
to achieve equity and to achieve effective service at the same time - um - and that’s one
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thing that I’m always thinking about and trying to work out strategies to sort of balance 
the two in some way, but I think it’s very difficult.
G I don’t know how general it is - I ’ve got a number of exploding schools and I spend more
time with those exploding schools than I do with the general run. And all the talk of 
equity in terms of - not that Julie supported equity - but the kind of thing that has been 
said in the re-structuring one of the memos that we had is that we guaranteed that a 
school would have the same kind of attention as others. Well I don’t think that should 
be real - certainly not in my area.
J Just moving back to that as well, is that when I go round schools, it’s obvious that some
schools are managing all right and don’t want as much as other schools and if you give 
a bit more to a school that’s needing it, is that interfering with equity of service and how 
much is that a possibility given declining numbers of us? I don’t know.
A  That’s the position we’re in, isn’t it? Because you can’t - 1 mean in a way you can’t
guarantee between four and six days for every school. That’s actually ignoring the 
whole need thing and and you might actually be working with schools who need (very 
little help) and you don’t need to go back. They’re getting on fine, whereas a school 
down the road wants more than the six days and, you know, I suppose we want 
something of a feeling of a structure so we knew what we were doing but at the same 
time I think we’ve got to actually express, you know, get down the barriers and actually 
respond to needs because that’s what schools are paying for.
Be That’s good cultivation - the big secondary school where they had a team review in 
which I was involved this year there were some seventy adviser days spent on that 
school, so we’re not going to visit it again for the next eight years.
Laughter.
JD Yes.
Bi This is an area which is going to be absolutely crucial in the future, you know. It’s
something that we’re traditionally not very good at is the process of evaluation. I mean 
I sense it’s something that we all do pretty much as individuals, anyway. We’re 
constantly doing it, but it’s not particularly systematic in the way that it’s approached 
and very often the information that you get back from schools can be fashioned by the 
questionnaire that you use or the questions that you ask. Very often it’s out of date. By 
the time you actually act upon it and the schools have moved on and their starting points 
are very different and therefore it’s not very helpful.
G Just picking up on the appraisal thing, I’ve found that quite a useful mechanism. If we 
can negotiate within the appraisal package, some aspect of what constitutes evidence 
and actually lock into what you’re doing already. I mean there are a lot of structures that 
we could use to get more effective evaluation going. We frequently work with each 
other and whether it’s for link review or task groups or a whole range of other things
453
and yet how often do we actually use that to get feedback in terms of our own 
performance or sort of effectiveness in certain situations? I mean I’ve recently put this 
with somebody - two colleagues on linkreview. I ’ve worked very closely with them and 
yet I ’ve got no real feel from them in terms of how successful I ’ve been or what they 
feel the part they play in the process. I mean it would be fairly easy to allot some time.
JD Yes I ’m sure it would.
G It would be fairly time-consuming, I appreciate.
JD Can I move to another topic and ask you about your own training and whether you feel
you’re getting adequate opportunities for your own development? (Pause)
Deep thought goes on every time I ask a question!
Bi Make sure you say so!
J I feel it’s on the job training. You know that comment about going into the link review.
I feel the same about every one. (I) go into (it) thinking, ‘Will I be able to do this?’ you 
know, and trying to draw from it.
A  I ’ve learnt a lot, a tremendous amount as a general adviser in the past three years,
although... most of the time and so I’ve gained a lot from the job and my feeling is that 
professional development experience ... but beyond that I ’ve had no professional 
development opportunity at all, apart from what has been provided as being part of the 
advisory team. I ’ve not had any individual professional development at all.... It was 
turned down.
JD Anybody else? How about induction Bill?
Bi Well, it was infinitely better than where I came from - um - yes. I felt the induction
process that I received was pretty good. I met with my line manager before I took up my 
post and I spent a morning with him and aprogramme was worked out for me and we’ve 
since met the same line manager on several occasions to take that process further 
forward. I think I was encouraged to take responsibility for that, which I did take with 
both hands the in-service option, but every effort was made to try where possible to 
service the selection panel as I was going through. I wouldn’t fault that. I mean 
obviously ... on-the-job training has been most dynamic as far as I ’m concerned and 
with other colleagues as well in various contexts.
Be Yes. I wouldn’t want to under-estimate that at all. But the import of Cooper, Lybrand, 
Deloite to work with us on appraisal was a catastrophe and I don’t feel that I haven’t had 
opportunities either, but I do have views about in-service education and all that stuff. 
When I look back - I ’m getting old and when I look back at what has had most effect 
on me - um - in terms of my professional development, they were not sought and they 
were not planned and they were crucial, so the whole business, for example, now, of
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saying as one might, hypothetically, we’re all managers now, let’s all go and do a course 
in management somewhere. I don’t know whether that would do me much good but I 
feel not. Whereas the kind of serendipity that we’ve had in area teams, less as a whole 
service, much less, so much better and contacts because of review needs. For example, 
tonight I’m talking to a staff about a report which is now agreed, on early writing - 
teacher intervention and support on early writing. I had to learn a lot about that before 
I went into the link. I didn’t become expert on it but at least I knew what language we’re 
using. That’s not very coherent what I’ve said but -
A  When I look back over three years I ’ve learnt more in three years than I’ve ever learnt
in any three years in my professional life before but I don’t feel that professional 
development with a capital P and a capital D is answerable or provided. I don’t think 
there the opportunities have necessarily been made, certainly not for me. I don’t know 
whether that’s because there hasn’t been anything that would have been profitable, but 
it’s not been there. But if I was asked on an application form what courses I’d been to 
in the last two years, I haven’t got anything to put down, directly - I ’ve run courses and 
learnt through them I haven’t actually gone as a learner to any situation and it’s probably 
very demanding teaching them and learning through teaching rather than learning 
through being a learner. I ’ve been outside the authority twice in three years.
JD Julie?
J I think my routine is somewhat different I came from secondary schools and I’ve been
an advisory teacher and there I gathered lots of expertise in the curriculum area and it 
was at the time when the National Curriculum was coming in and that was an enormous 
learning curve and then moving into being an adviser was absolutely amazing, mind 
boggling. And I must say that perhaps I felt that because I came from the background 
I did, I hadn’t got certain skills. I hadn’t been a head. I wouldn’t say that I’d got 
management skills. I’d managed myself. I ’d managed the work, things like that and I 
still feel an inadequacy there. I ’ve been on some courses, but they’re mainly to do with 
my curriculum area and that’s been my strength in that I could say, ‘Right my expertise 
is there,’ and that’s quite comforting and that’s what curriculum advisers find quite 
comforting - they’ve got their expertise. It may not be in other areas. I ’m not quite sure 
how I’m - - But in terms of other people being supportive - people I’ve worked with and 
in particular, Keith was amazingly supportive, the adviser at that time and I’ve learnt 
a tremendous amount from him. And then through working with other people. It’s an 
amazing learning curve.
JD Right. Yes.
G It’s quite difficult to actually plan your professional development in terms of - well 
particularly when the climate’s so uncertain. I mean, you’re not clear where things are 
going to in a whole range of directions and therefore forgetting the system, you look at 
what it is that you might need other than the general role that we perform and being 
reactive to that role to the outputs of that role.
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JD What about the - um - is there a need for something that helps you with the cross-phase 
role because most people tend to come from one phase and then find themselves faced 
with other phases to deal with? Is there any need for work there? Maybe not the present 
group, but maybe with other groups.
J I hadn’t had any experience of teaching primary schools when I started as an advisory
teacher and what I did to begin with, well I was working with another advisory teacher 
and we both decided to get some primary - get into primary and we rang up and said 
could we come in and observe and get involved and that really helped because then we 
got - 1 would say that I worked ever such a lot in primary that year. I built up a lot of 
...which was very useful.
JD So you actually laid on your own staff development.
J Yes.
JD What do other people think about this phase thing?
Bi I think there was possibly a problem with schools with inspections in the early stages
particularly in secondary schools -
Be No, not particularly with secondary schools.
JD No
Bi Well, my perspective was that the majority of secondary schools had this notion that
they wanted specialist reports and generalist roles were soggy. That’s changed, I think. 
But no, working across the spectrum - if teaching and learning is the real focus of what 
we’re doing then it’s a matter of sorting that out in terms of our particular focus.
Be Yes. I agree with Bill really, in that I think the secondary schools tend still to be singing
the same tune - that they can do very well without their general adviser, thank you, and 
what they want and what they will pay for is curriculum advice. But I for one, hear that 
refrain still, fairly often. In the run up to extended review and the re-structuring as it was 
then, it was primary colleagues largely, who were saying, we want primary heads in the 
team as our general advisers.
A  I mean I actually don’t perceive any difficulty with the idea in working across phase.
I think it’s an issue of credibility. I don’t have any difficulty with the idea. When you’re 
located in an authority where advisers had always worked cross phase for years as 
general advisers - 1 mean it was never - 1 mean as a head and a teacher, you didn’t ever 
question the background of an adviser. It was whether they were good advisers or not 
and what they could offer the school and I’ve no idea when that authority went cross 
phase. I started in 1971 and the general adviser attached to the school happened to be 
a secondary home economics adviser. It didn’t make any difference. She was valued as 
a highly skilled person who could have an overview of the school. So I come from a
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background where that wasn’t a problem. I don’t think it should be a problem in theoiy. 
At the point of change over then obviously there are difficulties in credibility and 
understanding what the role is and I think that the question of general support versus 
specialist support, there’s two different issues. I actually think there is a need for both. 
There’s a need for somebody who has an overview andis a link with the school, but there 
is a need for specialist support. I couldn’t go and talk to a secondary school about 
language teaching or O level. It’s not my strength, but that doesn’t mean I don’t feel 
there’s a need for somebody to have an overview of the school.
JD Yes
Be I thought we were all talking about perceptions, not necessarily ours which might not 
have been answering your question. Certainly we are all talking about what we saw to 
be the perception of the school.
JD A  different sort of question - I’m conscious that the time is almost up. But how far do 
you feel - or what sort of a feel have you got for the climate and culture of the team. I 
mean do you, you know - feel that there is a team climate, there is a team culture that 
you’re part of?
Pause.
JD You must be aware of this coming in Bill. You must be aware of whether there is
something of this sort or not.
Bi I feel a team culture in terms of the area team. I ’m not convinced - 1 haven’t sampled
the same feeling in a wide context to a certain extent. I mean that’s probably a lot to do 
with the fact that I ’ve been incredibly busy and we’ve only actually been together as a 
whole group on a couple of occasions since I’ve been here. That situation may change 
so I’m ready to couch what I’m saying very carefully in terms of a limited experience 
of a new culture which has actually moved on in the time that I’ve been away from it.
V  I think the chief point to develop is where your team is, where you feel your team is 
especially in terms of the teachers that you work with. I think it depends on your prime 
- with the varied working and must be part of area team and part of an area team will 
in effect put out part of the education service into the education department I don’t feel 
aware that we’re going and find that very hard to work outside the branch and yet 
knowing that we’ve got to work outside the branch. The branch structure’s going to 
disappear.
JD Yes. But you sound as if you feel that the branch has its own climate and culture.
V  Er - 1 think ANT - the advisory and inspection team works developing a team approach, 
as have some of the area teams and as have some of the curriculum teams and Bernard 
will have a team of people that he works with, -um - but I’m not sure whether there is 
a feeling all those other teams are part of a service that is driving forward in a coherent 
way, butl think as advisory and inspection team we’re getting somewhere near it. W e’re
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fumbling our way towards it. As an education department I just don’ tknow where we’re 
going.
A  I feel a sense of belonging with certain people outside the advisory and inspection 
branch particularly schools’ branch. I mean I - perhaps I’ve been fortunate, I don’t 
know, but I’ve worked with a number of link officers whose views, thoughts and 
different perspectives I value very, very highly and that I feel I’ve worked very closely 
with them and that we have worked - it might be a team of two working with a school 
but we have worked with some team. At the moment I have only have one of the link 
officers that I relate to. In the past I ’ve had more and I’ve found that, I ’ve found working 
with the link officers extremely helpful and very supportive. I generally find that with 
the limited numbers of people across the department I’ve worked with.
When I came, I still hear, and I came to (this county) three years ago, I still hear 
people talking about that (it) has a special culture and a special gift. I don’t have any feel 
for that. I don’t know what that means.
J Absolute heresy. Somebody was saying it to me on the phone yesterday. It happens to
be someone that also wrote to the authority and talking about... .She was saying well (the 
county) has a set of values and aims and a feel about it that is very important, I don ’ t often 
see it. I found it a welcoming authority to come into. I found it a very human authority. 
I don’t know that I feel in that sense it is very different from the authority I came from 
but I still don’t know what people mean when they say ‘(This county) is special. It has 
a special something.’
G If I can speak on it, I mean I sensed that very strongly when I came back having been 
out because the culture is very, very different and similarly I couldn’t a way of putting 
my finger on what was different, but there is a difference and it’s very noticeable when 
you return back. There’s a sense of a partnership, in a way that I ’ve not experienced in 
another LEA. There a mutual trust and a regard for children in a way that I hadn’t 
experienced in another LEA as well - very significant. But other than that I haven’t 
really put my finger on it.
Be I remember walking into (another authority’s) advisory office and - er - and noting all 
the men - and they were all men - had suits on. I said to the chap I had come to work with, 
‘I ’ve noticed you’ve all got suits on. ’ he said,’ Oh yes we have to wear suits. ’ And I think 
about (this county) you might say with Alan Bennett, they make us wear what we like.
Laughter.
Be You ask a difficult question about culture at a time when we’re being told quite 
specifically that we must change culture in the sense of the way we think, feel and act. 
As with any group of people, staff anywhere, you would find a lot of things which are 
held in common some of which would correspond to the - er - aims and principles which 
they’ve laid down and others less sc, so you’d have a range about the way people think, 
feel and act and to be told to change the way you think, feel and act is an interesting 
proposition.
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APPENDIX 5.1
INSPECTORATE  
AUTHORITY A
Discussion with primary headteachers 
May 13th 1992
JD I’d really like to start off with how often do you see members of the advisory team - 
the inspectorate I’m talking about first of all, in your school. With what frequency do 
they come?
Ph I think they’re quite regular. By appointment. Usually with me they set up appoint­
ments for the whole term. I’ve only been there fifteen months, but it seems to be on 
a very regular basis.
JD Uhu.
C For me it’s different maybe because I’m switching inspectors, butl’ve seen inspectors
very rarely. In two weeks time I ’ve a full inspection, no, in three weeks time.
L  I ’m new to the authority and my attached inspector to the school changed when I took
up headship there so I’ve seen my inspector almost once a month since I’ve been there 
since January and that pre-booked by appointment and the times vary according, 
according his work.
JD Yes.
Pa Mrs Hunter rings and we have regular visits at least two per half term, but she’s been
in more frequently than that, I think probably because we’re so near she is inclined 
to pop in if she wants things for display or check something. So on a formal basis it’s 
twice per half term. On an informal basis it’s more often than that.
JD Yes. What about you?
J I ’m in special education and we have a special needs inspector and I suppose the
booking is something less than once a month - er - a visit by appointment in a formal 
way and - um - but on the other hand, I think we meet at least once a fortnight one way 
or another for meetings or -
JD What is your reaction to the visits that you get from your inspectors?
L  My personal impression is one of support and a chance to air things perhaps - um -
as a new head, I wasn’t sure of, so I query things and really have a confidential heart 
to heart, if you like and so it’s quite a pastoral visit. As time’s gone by that’s sort of
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shifted stance somewhat in looking at the school and its developments and the visit 
will be - it’s caught my thoughts on the way the school should be moving forward, so 
it’s slightly shifted gear although there is that element of support, advisory capacity 
within that It’s gaining more momentum to become looking at the school as a whole.
C Mine’s slightly different because I took up the post in September and in that time I ’ve
had one pastoral visit from my inspector - um - and one visit from the senior primary 
inspector, but my inspector has now changed and I think it was just the situation that 
was a bit difficult at the time, -um - Ask me again after the inspection and I might 
change my mind!
JD What about you, Philip?
Ph I think initially - um - 1 worked for a previous authority. I had two headships for my
sins, both within that authority. Coming to Kingston was a completely new ball game 
for me, new authority, different type of school and first impressions were again one 
of support and mutual respect, I found. I got that impression certainly, that they were 
talking one to one in professional terms. I think the starting point was perhaps slightly 
different because of my previous experience. They expected me perhaps to be - 1 
won’t say more competent, but certainly my previous experience that was taken into 
account - um - and so I felt that the sort of conversations that took place in the early 
days were ones of looking at the vision that I might have for the school and how I was 
going to actually implement that and I think the support was there, yes, but at a lower 
level, maybe.
JD Yes, yes, quite.
J W e’ve had our current inspector for a year and five months and when she took up the
post from my side I suppose I was most anxious to convey and - um - get her to 
appreciate really what we were for, what our school was about and what our methods 
were and so on and we’ve had quite a number of hours of discussion about this. Now 
I ’m feeling that - um - she knows what we’re for and what we’re about and our 
methods and so on and I welcome her visits and her support
JD Pauline?
Pa Ours really take two different forms.- um - we’ve had ones really where the 
inspector’s come in with a task in mind, like the early years review, looking at the 
school development plan and then running alongside that she’s been looking at my 
actual staff and very supportive in that I do have one problem member of staff - a long 
running problem member of staff and - er - the inspector’s actually worked on that 
very well. She looks, you know, went in, observed, came back to me and has gone in 
there with ideas, so I would certainly say they have become very supportive. I ’ve seen 
a great change over the years that I’ve been here in that now it is more regular. It is 
more organised and it certainly is more constructive - critical but constructive.
JD Yes.
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Pa Well, the old mode that I had been used to was not critical and that was quite difficult
to work with. I think someone who comes in with something to say and makes good 
and valid criticisms is actually more helpful than somebody who comes in and says 
it’s all lovely. We aren’t actually any of us perfect and - er - we found that although 
at first staff found it a little bit difficult to deal with, having been used to the smile 
and the nod, once they got used to the idea that somebody was coming and going to 
say things that would actually be helpful, I found it very, very supportive.
JD Yes. You’re all being very positive about your inspectorate. Are there any negative
things that you would say?
Pa She doesn’t always remember what she ’ s actually come to see us about. You suddenly
find you’ve switched horses in the middle, but - um -
Laughter.
L  Something that came to my attention this week and I hadn’t really been aware of it.
The staff don’t necessarily share the same view of the inspector coming into school 
as I do at the moment. It’s quite interesting in terms of thinking on a negative tack that 
they found it quite threatening but this could possibly be in the history of the school 
that I am now head of that they have been through quite significant difficult times and 
difficult changes of late and they felt very much put under the microscope and I 
viewed it from the other perspective of helping me not quite as a mentor but as a guide, 
a) into the authority because I’ve never worked in Kingston before, so that was a 
change for me and b) in my first headship that I welcomed that as a critical friend as 
Pauline said, but very caring within my personal needs as well.
JD Yes.
L  That could be a negative.
JD Yes. How have other people’s staffs reacted?
C My staff are very good. W e’ve got a follow up inspection coming and the original
inspection hadn’t been very good so, my staff are still there from that original 
inspection, are quite negative on a lot of things. Though why are they coming in? I say 
it’s me they’re coming in to see, not you, when they do come. I think they do find it 
difficult some of them because you know, I think they’re just on edge. They’re not sure 
and because of that that we had before, it’s a historical thing as Lyn says, because 
we’ve been under the microscope they get very twitchy.
JD Yes.
Ph Well, we’ve had very big change of staff during the last eighteen months. More than
fifty per cent of the staff have gone, either to retirement or to other jobs and so the vast 
majority of the staff are reasonably new along with me and they’ve got nothing
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historical to base it on. They give the appearance of, ‘Well anybody can come in at 
any time’ and whether that’s just....I’m not too sure because whenever they know 
they’re due to be inspected if it’s their year group is being looked at - um - you do 
notice a little bit more activity than is normally associated with their general weekly 
routines. They’re more particular to make sure that the ledges are a bit straighter than 
they would normally be - to make I good impression I guess, but deep down they see 
the inspectorate as there to help.
I think one of the problems, which maybe - 1 don’t know if I’m speaking for others 
but I see a problem is where you have an inspectorate service that on the one hand 
advise and on the other hand inspect and the same person can be doing both so that 
though they may only be wearing one hat at a time but you know that there is always 
the other hat that they can put on and so it has to be clearly defined prior to a visit as 
to whether they’re there in a pastoral or advisory capacity or whether it is actually 
inspectorial. And I think this could be a problem. I’ve not met it as a problem yet, but 
I know on the early years survey, certainly, I was quite keen to identify whether it was 
inspectorial or in an advisory capacity because I think there is a definite difference 
between the two concerns.
Pa I think can also be an advantage though, can’t it? I mean, we’ve - it’s been helpful 
to us when the inspector has come in and made a formal inspectorial visit, particularly 
in the case of my member of staff who is the weak link in the chain - um - wearing the 
other hat, the inspector’s been able to come back in an advisory capacity, so in a way, 
there are strengths and weaknesses, aren’t there?
Ph That’s right. It’s better than saying, ‘Well, the inspection’s there. That’s the report’
and somebody else comes in and says, ‘Well, look we can we discuss these points.’
Pa Or nobody else comes in.
Ph Yes and strategies to do whatever is recommended. I think that’s right.- er - 1 think
it depends on how people view it. I mean some people just if you or I maybe walk into 
the classroom alters the way that they perform let alone somebody from the authority.
JD Very definitely. For a head walking in, you can’t possibly - you alter it for both
children and teacher, don’t you?
Ph That’s right. I think it’s the way that management structures are set up in school.
J I don’t think I’d alter anything. I’m walking in and out all day. I don’t think they see
you’re not there.
Pa It depends on the physical set up, doesn’t it. Because with our physical set up I am in
the rooms more often than I’m not.
JD Yes. Your children and I expect John’s children to some extent are probably less
conscious of status, though they do get conscious of it pretty young.
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J I don’t go along with the thing of difference between, certainly locally. I can see a
difference last time I had an HMI which was a year or two years ago coming in for 
a day to do something specific. She then said, T would like to see these things - two 
teachers of these age groups doing so and so’ and this was a part of the investigation 
into the National Curriculum and these documents. Now that’s very clear cut and 
that’s an inspection - no doubt about it. She didn’t stay to give any advice - just did 
it and went. But that’s a fairly rare event. I mean, you don’t often get those and from 
the school’s point of view, it’s nice to be on your toes and have to do this, but you really 
expect to gain anything in terms of advice or whatever. Whereas with LEA inspectors 
or advisers I really cannot stop to distinguish what role they’re playing, not really so 
far. W e’ve got an inspection (and) I may change this. W e’ve got one coming up in a 
month as well. So far, I ’ve never been really aware of a role.
JD Yes.
J They’ve just been people coming, talking and going back. Earlier it’s true in the
borough for those who’ve been heads for some time here, that’s there’s been a marked 
change within the past three or four years, I don’t know exactly. Either that was 
National Curriculum or Education Act inspired or a change of people, or both. But it’s 
certainly far more positive now in terms of visits and frequency and knowing people 
really, knowing inspectors. It was, in the past, I might not see one for two or three years 
and then it would be coming to borrow something or - nothing to do with looking at 
children working.
JD Yes.
Ph I can say, do you think the fact that we have so many meetings these days that we’re
rubbing shoulders with them much more frequently than perhaps we did in the past 
and perhaps the smallness of the authority that it has become that much more intimate.
Pa I think it’s also been influenced by, without going into any details, by the actual
leadership of the whole education team. We went through what I look back now as 
a very bad patch when we had aggressive, rubbing everybody up the wrong way at the 
very top of the education team. (He) went on to higher things, bless his heart, but he 
was no great friend to us when he was here. - um - Since the new Director’s taken over, 
I think, you know, you lead from the top, and my feeling is that the real change was 
a little bit in place before that but the benefits of the change have come since then. Now 
I mean that’s a personal opinion but I ’ve certainly seen a difference reflected. I mean, 
our meetings are so different for a start. You weren’t rubbing shoulders in a friendly 
manner before, were we?
Ph You can’t compare it You can’t compare it.
C I mean also we had that gap with five inspectors for a while, didn’t we and I didn’t
have one.
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J The other point you raised about different attitudes of staff. X think that’s very true 
because teaching staff don’t see inspectors as often. At meetings, I mean, we always 
see them every time they come. Staff may see them only by chance or when they’re 
actually being looked at for an hour. Then it’s influenced exactly by what happens 
during that time So, for instance, I’ve got a really excellent teacher who - there was 
a recent review of our school, about staffing and children’s needs and so on and 
because I’d said in advance, ‘Now this is nothing to do with you, the teacher being 
assessed. They’re coming to look at children and to assess children’s special needs.’ 
Right, we all accepted that, but the inspector, at the end of that period, I think 
mistakenly, gave a little slip, as usual, about notes on the lesson, which quite affected 
that teacher and I think still does. I mean it was publicised in advance that we’re 
coming to check on children’s needs and then to give her a slip, affects her, now, 
opinion of inspectors.
JD Why did she find that upsetting?
J I think it made a difference in the way she behaved.Now, it shouldn’t, the fact was,
you see I said, ‘Very often people come into a school, if you are on top’ - and she is 
on top of the job. She has about four children who are EBD (which) is a polite way 
of putting it, very, very difficult They’re all on the child guidance list. They go to the 
clinic, have outside help and she maintains a class including those children. I said, ‘It’s 
rather important for people assessing needs to be made aware of the fact. Otherwise 
they come in and say, ‘Well, you’re doing a marvellous job and there’s no problem 
here, is there?’ and walk away again. At one point she had even left the room, with 
an assistant left, but had taken a group out and really devised her own programme for 
this visit as I’d suggested to demonstrate things, which was rather different to 
demonstrating her professional expertise, had somebody said, ‘Now you’re in charge, 
just show what you can do?’
JD Yes. I understand
J I ’m j ust saying that that is an incident which colours a teacher’s views for some time.
JD Yes, yes. I can well understand that.
Pa I think knowing the inspector does too, because it was quite interesting with us. The
chief inspector here actually had not visited us for many, many, many years, not since 
she was chief inspector and a visit was arranged and my staff found that much more 
worrying than our attached inspector. Now, she was actually coming to see me and 
she was going to look through the school, obviously, she hadn’t seen it for some years. 
But the staff found that much more worrying and when unfortunately she had to cancel 
at the last minute the staff were absolutely furious because, you know, they’d got 
themselves tensed up for her coming and it was quite interesting to see and I think 
that’s because they all know the attached inspector. You know we have the early years 
conference at the beginning of each school year in September, so even people that had 
only just come into the borough know the attached inspector. They’ve also met the
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special needs inspector and other people like that on that conference. Never met the 
chief inspector and then for her not to come was looked upon as really dreadful 
because they were so keyed up for her coming. So I think in a way it’s knowing 
somebody, whatever their role, it’s actually knowing the person does have a certain 
effect.
JD Yea. I’m sure that’s right. Makes a lot of difference. I think I ’d like to go on from there
and ask you a bit about advisory teachers and your views of them. Have you all had 
advisory teachers at some time working in your schools? What’s your view of those 
been?
Laughter.
C I was an advisory teacher in this authority.
Ph Some of them are terrible I think!
C Thank you, thank you!
JD Well I hope we won’t embarrass you!
C It’s all right. I ’ve had a lot of advisory teachers in since September ....but - um my
staff are very appreciative of all the help they get. Where I think it helped me when 
I came in September was that my staff actually knew me from that role so it was a case 
of you know ‘Look who we’ve now got, she can cope with this’ Which was nice in 
one way.
JD Yes. It gave you a credibility to start off with. What about the rest of you?
Ph The comment that I seem to hear from the advisory teachers that come in is, ‘I don’t
know how you manage to do the job’ - head of the school, running the school and 
everything that goes with it these days. We haven’t had, as far as I ’m aware, anyway, 
during the time I’ve been here, every part of the advisory service used, but the ones 
we’ve had in have always been very helpful, negotiated with every member of staff 
whom they’re going to be attached to, usually through me and set up a programme of 
work or worked alongside, or whatever, negotiated the terms that their coming in and 
been very useful and the work that they’ve done with the staff actually has then been 
passed on to other members of staff within the school. So I feel from that point of view 
they’ve done what was set out, advisory teachers, advising staff on perhaps a 
particular part of the curriculum and then spinning it off for the rest of the school. 
That’s the positive side I can think of at the moment. I might think of the negative side
L Yes, I have. Quite limited in terms of the length of time I’ve been at the school, but
the best support we’ve had is in the S ATS and our moderator coming in and —  er - 
that’s been very useful to enable discussion with the teacher who’s conducting the 
SATS and me and also she came to support us at a parents’ meeting and gave input
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at that meeting so in that her function was really greatly appreciated but it seems to 
be like Philip said, it depends how many you’ve had in and what their role is in terms 
of support and I think that’s the crunch. It’s the difference perhaps between the 
advisory teacher and the inspectorate. Their credibility is one usually of coming from 
a class - they’ve had class teaching experience and it’s very much that they’re coming 
to help me as a teacher, support my ability within the classroom and to provide fresh 
eyes and input in very practical terms and it’s not a paper inspectorial type report. - 
Um - But it does vary as to who comes in, the personality and their background as to 
how they’re viewed by the staff. That’s been quite distinctly obvious. I think that’s 
partially because it’s a small authority and I came from a much bigger authority with 
bigger team of advisory staff where here, everybody seems to know of everyone and 
where they come from and their background and I’ve heard various comments, both 
plus and minuses in that respect. All I can say is that at the moment, yes, we’ve had 
good support and good service.
Ph I was just thinking of the lim -. It has been quite limited the use that we’ve had, I think,
I ’m trying to think how big the advisory service is. It is reducing rapidly, I know, that’s 
been noted.
JD It’s about twelve - something like that,
Ph Yea, but - um -I’m trying to think that those that we’ve had in, we’ve had in because
we valued them and maybe because we didn’t get people in, we felt that their 
contribution was already in place in the school.
Pa We haven’t had many in, partly because - it came to light when we were talking about
the questionnaires that you sent. Not many advisory staff actually have all that much 
experience of the young children. Where they’ve been used and my staff have greatly 
appreciated them has been INSET type situation. The only occasion when they have 
actually come into school, they have walked away saying, ‘We have learnt things.’ 
So as a support working within the school with the children - I ’m not saying we 
haven’t had any - we had a couple of very good occasions, but it hasn’t really been 
as useful to my staff. On the other hand from their own professional development 
point of view going on the twilight or the early years' course in September where 
advisory staff have worked, that has been very useful, but it’s really been a matter of 
looking at what the advisory staff have been putting forward and our adapting it to the 
young children.
JD Yes.
Pa I mean, not at the moment so much, but where it did fall down for us was the special
educational needs. Because when we, quite a little while ago now, asked for help from 
the advisory staff, because at that point the system, the way the system rolled was that 
you were expected to go to the advisory staff before you went any further in asking 
for help with a child and actually that was a complete waste of time because they were 
unable to offer us anything. But as I say, in the role of putting on twilight course, or
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coming in to us when we’ve asked for it as an INSET day - the other nursery and I have 
set things up between us, it’s been good. It’s been positive and staff have come back 
to me and said, you know ‘It was worth while. ’ But from a personal point of view, a 
professional point of view, not from an ‘I am going to go and do what she said in the 
classroom.’
JD No. I understand. What about you, John?
J I think the first advisory teacher was from our school, about twenty years ago - a part
timer was first special educational needs adviser and became full time and - er - well, 
I think our attitude is generally positive. It’s a good service - um - it’s difficult to talk 
about a whole team. You say there are twelve now and there’ve been more. There are 
individual differences aren’t there and there would be in a team, so we perceive some 
to be weaker than others although that may be us as well. - um - 1 think, it must be said, 
we should be kind to them, - not to you personally (to C)- when they’ve been one step 
ahead in the National Curriculum. I mean, I don’t know, that must be quite an ordeal, 
when you are lumbered with a hall full of people all waiting to hear the latest on Key 
Stage 1.
L  Specially when the orders arrive in the middle of actually doing the training.
J Staff actually thirsting for blood and yours is the nearest. So I’ve actually said, you
know, you’ve got to be kind. They’ve got to do their bit as well. So we have felt sorry 
for them at times when they’ve got lumbered with jobs to be done and they’re one step 
ahead of us. - um - 1 don’t know, about special needs, we never see ours.
JD Let me ask you a very naughty question. I mean you are aware that there is cutting local
government staff right, left and centre. If you had to choose between cutting inspectors 
or advisory teachers, which would you choose?
Pa Because we don’t use the service so much, I would immediately say we’ll cut the
advisory teachers and keep the inspectors, if it’s got to be one or the other but that’s 
a very personal point of view in that we don’t use the advisory teacher service 
anywhere near as much as we use the inspectorate.
J I would choose the inspectorate too because I can remember most of my career as
being without advisory teachers, so at one time we didn’t have them so we could be 
the same again.
Ph As long as there’s a good LEA it wouldn’t make sense to me not to have an
inspectorate.
L  I'd miss advisory teacher support. Having said that, if the role of the inspector were
maintained and expanded to incorporate the advisory capacity within that I would be 
happy to retain it, but that’s^ the best of both worlds, I know, but we’re doing this all 
the time, cutting one and saying, ‘But carry on.’ You can’t do that. There comes a 
limit So I suppose if the push becomes a shove yes, I'd keep the inspectorate.
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L  (To C.) You’ve kept very quiet, (to JD) You ought to have asked her.
JD Well, I ’ve deliberately haven’t asked her because I’ve said she was an interested party.
Pa Like the councillors who go and sit outside.
L  I ’m on the other side because I haven’t in a way had the support from the inspectorate
that the rest of you have had. I mean I think what I would look at I mean, yes it’s very 
difficult because I ’ve got a foot in both camps now, I think I would actually overhaul 
both because - um - 1 can remember when we had one primary inspector and then we 
didn’t have a primary inspector, but we still had all the secondary ones which with the 
best will in the world couldn’t give us all the support that the primary schools needed 
- um - 1 can’t seen their role being expanded to take on advisory work and having said 
that I’d rather have the LEA inspectorate for inspection. At least you feel that they can 
back you up and come in and support between one thing and another which an outsider 
won’t be able to do.
JD Do you feel, those of you who’ve been in the county some time that there has been
a loss of support because of the accent on inspection? Do you feel you’re getting less 
support?
Pa I personally think we’re getting more
JD Uhhu. So it’s probably better organised.
Pa Hang on a minute. Not necessarily more, more effective support.
JD Yes.
Pa Yes,.definitely more effective support.
J I would agree. More frequent. More effective. Better.
JD That’s good. What about INSET? How effective do you think the in-service
programme of the authority is?
Laughter.
Ph Silence.
Pa Iffy butty, iffy butty, if you want words.
C Where I think it may have gone wrong this year is the way we’ve been given a number
of days. Well what they’ve done now is, you can bid in for the number of days you 
want advisory teacher time for each subject,
JD What’s your picture of the effective inspector?
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JD Yes.
C When I was in my other life, we very much looked at it the other way. We could only
provide a day per school. Therefore that’s what we offered and I think they’re going 
to hit trouble because they’re not going to be able to provide the amount.
Pa They have. I knew from day one.
C Whereas they have two areas that have already done it. - an entitlement of one day per
school because that was all we could afford to give. Now I think schools, in a way,
valued that when the day and that was negotiated. Whereas now I think it’s very
much people put a bidin for what they wanted and they’re not going to getit and I think
many were having trouble a very long time before I came into this one but they do
actually come in and negotiate with you where I know colleagues in other authorities 
are told who they’re going to see and what they’re going to do. But it is quite good. 
You can’t always fit in right.
Ph It’s quite difficult this in-service because schools are at different - styles of their
development, aren’t they? At one school I ’d need a particular input in certain areas. 
In another maybe ahead of that. If you’re looking at in-service as a whole across the 
authority to actually hit it right is virtually impossible I would have said. I think that’s 
one of the problems that they’ve got. It’s not their fault. - um - As Chris says, the 
individual bidding is a problem this year. They’ve mismanaged basically.They 
haven’t got the right information before going out to tender with the schools. Sol think 
that’s a problem. I think some of the courses that have been put on in the past have 
not always been at the appropriate level. I can think of several courses which some 
of my staff have been to and they felt disappointed coming away thinking they were 
not going to get - 1 don ’ t know - more information or I guess learnt something that they 
hadn’t thought about. Now that, as John says, might be the individual person going 
in some ways, their expectations being too great.
JD It might also be the way the course is advertised.
Ph Basically, one of the problems is that we’ve had this 1988 Act, National Curriculum
coming in and a welter of material, courses, new learning everybody to try and grapple 
with and that’s not just teachers, heads, inspectors, advisory, everybody’s desperately 
trying to keep their head above water, trying to do a good job. Inevitably in the nature 
of the beast we’re going to fail in some areas and we’re all desperate to succeed and 
we’re all desperate for new learning, I suppose. It’s a real problem.
L  There’s tremendous resentment as well, I mean, coming back from courses, some
‘Well, it’s all right for them, it’s all they’re looking at - this one aspect’ - 1 mean they 
go for this talk, yes and they go hoping to be open minded and to get support and help 
to bring back to the classroom but I think there’s resentment because generally the 
pressure is so great to observe all the initiatives that are coming through from the 
government now in terms of curriculum and it does make people very resentful when 
they’re juggling with so much and they feel the child is not at the centre any more.
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JD Yes.
Ph I think it’s interesting listening to teachers who’ve been good solid class teachers for 
a real number of years - twenty odd years of education or more. You ask them, you 
know, ‘Well, what’s different? ’ - you know - * Children come and they ’re still children 
and my methods of the past are still working now. Do we need all this change?’ and 
they’ll perhaps because they find it more difficult to change and be a bit more flexible 
in their teaching approach will still, at the end of an academic year, come out with 
results which are comparable with people who are more modem in attitude. That’s my 
experience.
JD Yes.
Pa I think for a little while - they’re actually - National Curriculum apart because we’ve
not been involved directly in the National Curriculum, there actually was too much, 
too many courses put on offer in Kingston, both day, twilight - it was just more than
- well - a school like ours, where we’ve basically got five people, two of thempart time
- who could attend. We simply couldn’t - I couldn’t expect my staff to cover 
everything that was on offer. If you go back about eighteen months, two years, there 
really was too much going on. Now we asked for everything to be reorganised because 
the other thing that was happening was that things were happening two things on the 
same night that applied to the same people and - um - 1 think their efforts now to have 
this bidding system is to try to get over that but as you say it hasn’t really worked.
I also think actually that teachers are too quiet. - um - I ’ve had staff come back 
and say, ‘It was a waste of time,’ and if you go back about four years there was an 
occasion when something was set up for sort of a series of twilight ones and at the 
second, I think it was the second of four there was a concerted walk out because people 
felt that it was not what had been advertised. It wasn’t up to the standard that staff 
expected. Now that’s the only time in all the years that I ’ve been here that I ’ve actually 
known that to happen but I think it was a salutory lesson to the people that had put that 
on and I think actually staff are often too, too biddable and too pleasant and don ’ t make 
their opinion - they may say it when they get back to us but they don’t necessarily say 
it at the time and place that would have the right effect.
JD Yes.
C They weren’t on our courses. Maybe because they knew us. Some of our two day
courses were very rough rides - which I think was right, I mean, I think there’s a lot 
coming out of those last few we did that had to come out somewhere and we were 
getting it.
Ph Yes. You just happened to be on the receiving end.
L  Was that the National Curriculum?
C That was some of our science two day courses for the National Curriculum for the
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class teachers. Some of them were really - which I think is right, I mean they were, 
now, I don’t know, we were sometimes wondering it’s almost - er - a backhanded 
compliment in a way that they can say what they can say because of the relationship 
they had with us and we had some pretty rough rides.
L  Were you prepared to argue it out with them?
C Well maybe, but with some of the others I didn’t think it worth it. I know I’ve come
back and thought ‘Never again!’
L  It’s difficult isn’t it?
Ph You know, you offer a course and you don’t know who’s going to come to it and you
don’t know for what position they going to come, do you?
L  No. It is one of the problems.
J I’m not in a position to disagree because you know more about the bidding part than
I do but my feelings are fairly positive in that we have meetings or informal gatherings 
or whatever of senior staff and we agree to do an INSET day on a given topic PSE or 
humanities or whatever and ‘Let’s fix a day, let’s look at the calendar.and they say, 
‘Well we’ll have one in February, one in May and one in July or something, ’ and then 
we’ve been fairly successful in approaching the advisory service ‘Can you supply or 
naming someone - can you come on that day? Do this in the morning and somebody 
else in the afternoon’ and as far as I know we’ve been fairly successful for the past 
couple of years and that’s bidding in a way.
C I think it’s this latest one - the latest system where because we actually used to -
whereas this time they didn’t limit the total number of days you could have for the 
school, but they didn’t actually say that the advisory teachers themselves could only 
cover X number of schools, so I think, I mean this is where I know they hit problems 
this time because people quite rightly, because as Philip said, they come at different 
stages. They may say they need six days of maths, for example, and there’s no way 
that the advisory teacher can get round the school that put in for that.
J It’s a bit - er - it’s difficult to plan.
L  It’s a bit tight, as well, the times you need them.
J You might have a very good advisory teacher in history and because for a fluke
nobody sort of wants history this year, particularly, they’re presumably left in the 
cold, are they or -
Pa From what I picked up on the grapevine I don’t think any of them have been left in 
the cold.
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Ph I was going to say, it could have shown up actually an area of weakness within the 
advisory service because nobody wanted it because it was a weak area.
J You can’t always tell.
Ph No you can’t. It could be because of your particular aspirations.
C No I think the individual bidding for INSET days, most people in the past have got
what they wanted. I can think of one that went wrong.
Ph Well, within reason it worked.
JD I ’d like to ask you a much more general question. I said to you at the beginning that
what I’m looking at is effectiveness as far as advisers are concerned using the word 
in its broad sense. What’s your idea of an effective inspector? What’s your picture of 
the inspector who is effective?
L  Someone who is quite clear in their philosophy in terms of education. Somebody who
comes in with clear cut views of education in terms of not being very theoretical with 
airy fairy textbook ideas but someone also who may not necessarily be in parallel with 
the headteacher’s and the school’s philosophy and understanding of education but is 
prepared to listen but has their own clear cut ideas as well, someone who isn’t into 
beating about the bush and delivering airy fairy ideas but can be supportive and listen 
and guide you and the school. They have their view and you have your view and the 
two can work together without clashing. - um - You’re coming back to John’s 
philosophy if you like of an inspector who can support the school and help lead the 
school on.
JD I think that’s very good. Has anybody got anything they’d like to add to that?
C The thing I think to add to that is that they are somebody yes, have got those views
but have also got the tact and diplomacy to know when to say. I mean we had an 
unfortunate situation where something was said very wrong and it’s destroyed totally 
relationship. - um - They’ve got be able to almost know when to say it and when not. 
I think we’ve all got to be able to do that but I think the effective inspector has got to 
have that extra bit.
Ph I was just going to mention the fact that I’m not sure I’d judge all inspectors on this
but I would expect them to be able to just walk into a classroom and be able to relate 
to the children. I think that’s an important part of their work and I think if they lose 
sight of that aspect of it then they actually can’t do the other. It’s a very important part. 
Inspector just to barge in - but obviously expect them to sit down with children and 
understand the position that the children come from and their individual problems 
because they’re very different in 1992 to what they would be in 1940, 42 or 44 or 
whenever the Education Act was.
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JD How would you know?
Laughter
Ph I ’ve read about it you see. But obviously things do change.
Everybody talking and laughing together
J There’s a difference in attitudes.
Ph But I think the social asp - the social world is moving so quickly and it’s so different
now to when I was a child and being taught that I think it important that we all 
understand. Unless we do we’re going to lose touch with the way children react in our 
schools and why they do.
JD Could you add to that Pauline?
Pa Not a lot, no, I think just two things. I think the effective one is one that you see the
results of their visits afterwards. I think that’s quite a thing to judge them by. And the 
other is the one that like you were saying, whether or not they agree with what they 
see going on, at least at the end of the time, the staff feel that they valued what they 
saw that was good and that perhaps they can see the value in some things that aren’t 
necessarily all the rage at the moment and are prepared to listen to why the teacher 
values that particular aspect. But I think in a way the being able to walk in afterwards 
and seeing what is different since they visited is a good value judgement of their effect.
L  If they can’t you point it out to them and say ‘Come and see what we’ve done.’
Pa No, I was meaning my seeing a difference.
L  Oh I see.
Pa Yes. Their seeing the difference as well. W e’ve had a couple of horrendous HMI
experiences that I won’t go into now when I haven’t actually thought they looked at 
what they’ve seen at all or seen what they were looking at
Laughter and all talking together
Pa No. I meant my seeing the effect of their having been in.
L  You’ve got a new target to develop and carry it through.Yes.
JD You got anything you want to add to that, John?
J Um - 1 think the points have all been covered. Perhaps these are different words. I think
they’re able to make one thing that they have a positive involvement in this school.
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They know a bit about it and they come in ready to ask how so and so is getting on 
or pick up where they left off if you like.They’re positively involved. They’re not just 
walking in coldly. I think what they say has to be relevant to our needs not, again, as 
somebody’s already said, something else on a different plane. It’s got to be relevant 
They should be able to support and advise constructively I don’t think that’s adding 
any more. It’s just the same sort of thing.
Ph Associate member of the club, aren’t they?
JD You seem to be pretty positive about things in the inspectorate by and large. Do you
think that is a view that is representative of your colleagues? I mean, how represen­
tative do you think the views you’re expressing are? Because in a way, you’ve been, 
been -
C I don’t really know but I think it is fairly positive but I wouldn’t like to say.
Ph I would have said so, I mean in the short time I’ve been here I would have said so. I
certainly coming into the authority new found it very uplifting actually to have a 
supportive network that existed and was in place. In a bigger authority you don’t see 
them quite as often. You don’t feel the emotional support.
JD Have we left anything unsaid which ought to be said? I ’ve finished all the things that
I was planning to ask.
L  Something in the information you sent us in which you asked about buying in services
to do with the inspectorate particularly. I would worry very much if we had to buy in 
from industry, for example, where panels were set up to come and inspect schools. I 
would really sincerely worry because it would wipe out all the examples we’ve just 
been giving you. - um - They would be coming in cold. They would not necessarily 
be objective not even, if this government has its way, be professionals.
JD Yes. Though I think the idea is only that one person within each team shouldn’t be a
professional and where that’s been tried it certainly seems to have been less worrying 
than it sounds, but - um - 1 do appreciate that there is a problem.
L I think we’re heading down this route of fundamental changes all round - again - and
it’s just another thing that - the concern, the anticipation of what the change involves 
and when you’ve got used to a certain network and are beginning to feel that you’re 
establishing strides forward to have that mg whipped out from under your feet again 
is just going to damage all that’s been set up in the past and I would really resent that 
very much.
JD It’s almost one of the reasons for doing this particular research to try and put over that
there is a different point of view.
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APPENDIX 5.2
INSPECTION, ADVICE AND SUPPORT SERVICE  
AUTHORITY D
Discussion with teachers whose school had been inspected
June 17th 1992
JD I’m really trying to find out about how schools that have been inspected by the (local 
authority) team have found it and what their experiences have been. So perhaps I can start 
off by asking you how long ago was the inspection of your school?
A  In the Autumn - November.
JD So it’s still fairly fresh in your memory I would think.
A  Yes.
JD Tell me a bit about the preparation that went on. How did the inspectorate prepare you 
for the inspection? How did you feel about what they did?
A The principal inspector came in and spoke to us as a staff and I think we certainly felt 
very at ease about that. It was very useful, very informative.
B He gave us the guidelines of what they would be looking at.
A  Yes. It was very good from that point of view because we felt that we knew what they 
would be focussing on and we felt very at ease about it, really.
B We had their brief.
JD Yes.
C It was a two way thing.
B I think from that point of view it was very good because we had the opportunity to ask 
questions then.
C And there was enough time as well, wasn ’t there? Not too much, but there again enough 
to sort of think about it properly.
JD OK. So when you actually came to the inspection itself, how did you find that? What 
were your reactions?
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P I thought it was very positive.
C It was extremely positive.
L  They came in with a very positive attitude.
S They did.
L  They were very friendly and very out-going. At the same time they weren’t at all
intrusive in the classroom, but then we are very used to having people.
P We are.
L  Which helped and helped the children.
C Yes. And the fact that they didn’t just sit
S No. In a comer or perhaps for a little while they did, but then they so quickly joined in
in what was going on with the children, which made it much nicer.
JD Yes. So did you feel that what they ended up by saying was valid? Did you feel they saw
enough.
P and L  Oh yes .(Laughter) Yes, definitely.
JD What’s the laughter?
L  I can explain rather well.
S Well very, very nice things, yes. Very nice things.
JD You felt you’d come off really rather well?
Li Yes. Not come off well.
JD You’d come off as you deserved.
C Well we hope so, yes.
S Because you always wonder, will they actually perceive you in that short time as you
feel you are, and we felt they really did. They really understood our school and saw what 
we were doing, what we felt and what our ethos was and that was nice.When we talked 
to them afterwards, we got feedback.
Li And that was very good afterwards because the principal inspector came again and
spoke to us as a whole and we went through, sort of, what they’d written and - well.
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L  We were all quite surprised at how very good the report was.
P And really, as Sue said, how much they’d picked up in such a short time really.
JD How long were they with you.
P Only three days. Quite a short time, but they had taken it all in.
Li They really had, yes.
P That was nice.
C I think you always expect that they’re going to find fault and wrong, don’t you? I almost
felt they were going to be looking for that although they said they weren’t but that was 
what I felt.
P I think that nagging -
C They did not at all.
P I think that nagging feeling is always at the back of your mind, that you’ve overlooked
something or that there’s something that somebody else can see from outside that you 
can’t see yourself and I think that’s always the fear.
Li They did say that it would be a celebration of our teaching, didn ’ t they and it really was.
C That was lovely.
JD It’s nice to have satisfied customers!
L  Well, we all had a chance to talk at the end. We had an interview at the end and
personally I found that very thought-provoking. It made me go away and have a good 
think on a personal level which I found very useful.
JD Did you have a chance before they came into your classrooms to say anything about
what you were doing?
Li Well they’d asked us to prepare different pieces. Obviously they’d asked (the head) to
prepare quite detailed - um - philosophy, curriculum policy statements and things, quite 
a - and we prepared in the classroom the sort of week overview. Well actually I think 
we’d given more than that. W e’d given a long term overview, a short term overview and 
then detailed plans. We had those ready so they could pick them up.
C Things we just normally wrote in our diaries, we wrote on sheets for them.
L We discussed this informally amongst ourselves, how can we best explain to them what
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we’re doing, because a lot of it is in your head when you’ve been teaching for a long 
time and obviously you need to be able to present what you were just carrying around 
in your head. We discussed this informally amongst ourselves and we decided the best 
way was to write it out to show this is our thoughts, you know, and these are the details 
from the beginning of the week and an overview of how you expect this week to 
progress, because we’ve always got our medium term and long term plans all available, 
our school project plans and our project plans.
C And I think I have to say from our point of view I think this is one of our strengths 
because we are very well planned that way.
Li I mean it was all there.
S We didn’t have to really do anything because inspectors were coming in because was
all there.
P It was always there.
L  We really carried on in the same sort of way.
S Oh yes, we didn’t do anything different.
JD Yes.
P We just had everything there to show them. When they said, ‘Well what about this?’ we
said, ‘Here it is. This is what we do.’
S So it was good.
JD Right. What about when - how long after did the written report come?
L  It was quite quick.
P It was quite quick. It was before Christmas, wasn’t it?
S It was before Christmas, so we didn’t have to wait very long.
JD And when you got the written report, you felt that was a fair reflection - judging by the 
way you were talking.
(Chorus o f 'Yes”)
C Certainly it was very, very positive. Very positive. I couldn’t stress that enough.
S It said what they had said verbally.
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P Because you’re always a little anxious about that because until you see it in black and 
white - it tied up exactly.
JD What has happened since as far as the advisory/inspectorate is concerned.
C W e’ve had the link adviser in to (the head) and they had a chat and they detailed three
areas, art and music, that they picked up that we were already, I have to say, aware of 
and taking care of with our development plan. W e’d already identified those.
Li And of course, as we’ve updated our three year development plan, we’ve rolled on a 
year and of course, now we are looking at the areas as the National Curriculum 
documents have become available, so that was in our programme anyway.
L  We felt that they’d picked up the areas that we knew, work we were looking at for the 
next year, in detail.
P I mean we ’re actually into that now because Carol and I are very particularly concerned,
but we would have been anyway.
C But we would have been anyway. They were all in our thoughts.
JD What - slightly moving off the inspection to the more general.- What’s been your 
contact with both the advisory service and the inspectorate? I mean, have you had 
advisers and advisory teachers into school?
(Chorus of Yes)
JD And how have you found them?
L  Very helpful. Yes, very positive.
P I think here we’re in a very unique situation, if you can say ‘very unique’. I think we are
in a different situation than a lot of schools, perhaps, because we do have a lot of
inspectors calling in because they’re friends of - you know - they’re friends of the
school. They park and come in and have a chat, have a cup of coffee, they come in to
our open mornings and functions and things we have on and so it’s an on-going 
dialogue.
S It’s an on-going dialogue and we certainly aren’t in awe of them as they may be in some
schools.
C I think it depends on the situation in the school and certainly if you were tucked away 
in a small village in the middle of nowhere, it would be more unusual to see them, a cause 
to panic when they arrive.
Li Here we don’t really take any notice. It could be the prime minister.
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L  We are very lucky. We have lots of visitors. W e’re always very pleased to have them.
They’re always very thought provoking.
P Of course, after the inspection, we did have the visit from someone from the DES.
Li We did.
L  And we had a visit from (the CEO) as well, last term, didn’t we.
S We do get a lot of visitors.
JD You are, you’re getting the high-ups, aren’t you? And of course, it’s partly where you
are, I think as well as your being a good school.
P And I think too, our catchment area makes us an interesting school and so I think they
are interested in that area.
JD Yes, yes.
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A P P E N D IX  6.0
EXAM PLE OF SPLIT HALF CORRELATION
A sample of 10% of replies (13 schools) to headteachers’ questionnaire 2 was chosen by taking every 
10th school. The totals of the replies for each item were added. These were then arranged in columns 
and their correlation calculated as follows:
The totals (in bold type) are labelled as follows: 
Column A 10095
Column X B 317, second total B2 100489 
Column XY C 10046 2
Column Y^D 316, second total D 99856 
Column Y E 10030 
N= 10
The following formula is then applied:
(NxC) - (BxD)
1024
1024
1156
841
1156
1024
1089
1156
841
784
X XY Y Y
32 960 30 900
32 1088 34 1156
34 1122 33 1089
29 870 30 900
34 1156 34 1156
32 896 28 784
33 1122 34 1156
34 1122 33 1089
29 870 30 900
28 840 30 900
10095 317
100489
10046 316 10030
99856
f 10 x 10046] - (317x316}
{10 x 10095 - 100489} {10 x 10030 - 99856}
100460 - 100172
J  (100950- 100489} {100300-99856}
288 288
204684
288 r = 0.637
452.240
This is significant at the 5% level
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